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ABSTRACT
Finding Voice from the Inside:
How Postsecondary Education Impacted Perceptions
of Higher Education for Long-Term Incarcerated Juveniles
by Gregory Barraza
There is a gap in the literature with regard to postsecondary opportunities for incarcerated
youth. Minimal research and curriculum design are rarely available for the purpose of improving
juvenile postsecondary correctional education thereby limiting recidivism rates of students in the
juvenile justice system. The pilot program in this study attempted to provide a complete and
comprehensive university program for long-term incarcerated juveniles to get them on track to
obtain a bachelor’s degree. This dissertation addresses the high school experiences, including the
School to Prison Pipeline and the academic experience to provide background information,
justifying the importance of creating postsecondary academic opportunities for the incarcerated
juveniles. Then, the dissertation analyzes interviews with students of juvenile justice and
university interns who participated in the pilot educational program and gives insight into
secondary and post-secondary correctional education and analyzes artistic representations of
their experience, giving a closer look at secondary and postsecondary educational experiences
through the voices of the participants. Themes that emerged during the qualitative analysis
include the 1) educational experience, 2) life experiences, 3) relationships, and 4) voice. The
findings lead to a potential direction and recommendations on how incarcerated youth can be
prepared for life after incarceration. Last, this dissertation attempts to analyze the students’
experience, allowing the reader to understand and improve the educational experience of the
incarcerated student.
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Chapter One--Introduction

1.1

Purpose Statement

The purpose of this study is twofold: first, it looks to arts-based research to explore and
provide unique and conscious representations on the academic experience of incarcerated
juveniles, especially after a specially designed postsecondary intervention program in a Southern
California county. The second is to interrogate via interview, the perceptions about the education
of these participating youth, their college mentors, and juvenile hall administrators. The study
seeks to explore the impact of a pilot postsecondary program that was designed as an
intervention from the school to prison pipeline to the prison to school pipeline, a necessary
intervention for students who are well on their way in the prison pipeline. But we are seeking to
disrupt and reverse the pipeline to show these marginalized students that they belong on the
university pipeline. The study included the collaboration from a small, private university in
Southern California; where student interns and guest lecturers/professors entered the facility to
participate in university level sociology courses. The study used Culturally Responsive Teaching
(CRTe), Critical Pedagogy, and Funds of Knowledge (FoK) to challenge the current curriculum
implemented in traditional educational juvenile facilities.
The motivation behind the research stems from both research and personal experiences
leading me to question the effectiveness of the juvenile justice education system, which needs
extreme scrutiny due to its responsibility for a vulnerable population. Education within the
boundaries of incarcerated units is not where it should begin, but it consistently happens for a
variety of factors; i.e. the school to prison pipeline (STPP), language barriers, and
socioeconomics. Each of these factors plays an important part in students’ lack of success in
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traditional schools, and the factors are cumulative. Students are prepared for education within the
boundaries of incarcerated units, but the importance of the positive educational pipeline begins
much later for incarcerated students; even so, this research will show that it is not too late for
students to exit the STPP and enter the Prison to University Pipeline (PUP).
Since students who are adjudicated into the incarcerated facility have no choice, it is
especially at this juncture when the education community needs to understand this special
student population and be more critical of the pedagogy that is employed because it purports to
“rehabilitate” students so that they can reintegrate into society. In other words, if the students
leave the incarcerated facility and educational experience with the same attitude and perception
about education, about life, and without hope; then, that approach to education has done the
students a disservice and should be questioned and improved. This research’s approach is based
on my experience that when incarcerated students are given a more progressive form of
education, like the one experienced at the university level, they will tend to understand that the
true nature of education is to be learners and change agents versus pacified students.
Although the foundation of this study lies in qualitative research, one of the factors that
began my pursuit with this research was the performance of incarcerated secondary students. My
experience has created a cynicism about standardized testing with incarcerated units; thus, I
question the legitimacy of this faction of standardized data. However, I will present the most
recent standardized data as a reference, but the intention is to dig deeper to better understand
what is happening. Standardized data give a starting point from which to investigate with a more
critical lens. In this case, I look at the data for California’s Smarter Balanced Assessment Test
Results from the California Department of Education to show how the incarcerated high school
students generally perform on standardized tests. I include the data from an alternative,
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correctional, and charter educational school system, County Community Schools to give the
entire picture, for students who are released from juvenile hall and attend County Community
Schools after being released from incarceration. Therefore, the entire table shows two snapshots:
1) test performance for the alternative, correctional, and charter educational school system’s
juvenile hall and 2) the alternative, correctional, and charter educational school system, County
Community Schools. These data give a more complete picture of the students who are in the hall
and the students who may have been in the hall at some point in the past. It is not specific to the
students in the study but provides general trends to the performance on standardized tests of
students who are on the STPP.
Table 1.1
Test: English Language Arts
Reading: How well do students
understand stories and information they read?

Standard
Nearly Met
Juvenile Hall
37.88%

Standard Not
Met

Total (Below
Standard

56.82%

94.70%

Writing: How well do students
communicate in writing?

23.48%

72.24%

97.72%

Listening: How well do students
Understand spoken information?

50.76%

46.21%

96.97%

Research/Inquiry: How well can students
Find and present information
About a topic?

28.03%

66.67%

94.70%

21.97%

66.67%

88.64%

61.48%

95.83%

Overall

Reading: How well do students
understand stories and information they read?

Community
Schools
34.35%

Writing: How well do students
communicate in writing?

23.72%

74.57%

98.29%

Listening: How well do students
Understand spoken information?

42.88%

54.08%

96.96%

Research/Inquiry: How well can students

34.35%

63.76%

98.11%

22.01%

69.64%

91.65%

Find and present information
About a topic?
Overall Achievement
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Table 1.2
Test: Mathematics

Standard
Nearly Met
Juvenile Hall
Concepts & Procedures: How well do students
.76%
Use math rules and ideas?

Standard Not Total (Below
Met
Standard
97.73%

98.49%

Problem Solving and Modeling & Data
Analysis: How well can students show and
Apply their problem-solving skills?

9.85%

90.15%

100%

Communication Reasoning: How well can
Students think logically and express
Their thoughts in order to solve a problem?

27.27%

72.73%

100%

.76%

96.97%

97.73%

96.91%

98.65%

Overall

Community
Schools
Concepts & Procedures: How well do students
1.74%
Use math rules and ideas?
Problem Solving and Modeling & Data
Analysis: How well can students show and
Apply their problem-solving skills?

15.09%

84.53%

99.62%

Communication Reasoning: How well can
Students think logically and express
Their thoughts in order to solve a problem?

31.91%

67.89%

99.80%

4.05%

94.59%

98.64%

Overall Achievement

Again, these data do not reflect an accurate picture of incarcerated students’ intelligence, and
that the results merely reflect their aversion to test taking. As a result, it is necessary to get a
more accurate picture of their academic experiences. Given this research project, I will attempt
to do so using qualitative arts-based research, narrative analysis, and critical reflection. The
subtext for this research is understanding that urbanized neighborhoods, schools, and the
criminal justice system are all interrelated with racism and socioeconomic inequality
(Thompson, 2016), affecting academic performance and perceptions about students, as shown
in the above data.
4

Using interviews, arts-based reflections, as well as capturing the insights of their college
student mentors, and those directly involved administratively, seemed the most logical place
to launch my study. I felt that exploring student concerns and needs through interviews and
arts-based reflections would give me a better understanding of the issues that should be
addressed to provide these students with a more effective and appropriate education, which
could likely result in limited recidivism. There is significant data showing a disconnect with
academia, (whether intentional or unintentional), that reflects poor test performance.
Answering the concerns of implementing a “more pro-active and effective approach to youth
incarceration” and education were brought forward by Ted Lempert, president of Children
Now— an organization dedicated to the advocacy of children. The data above are consistent
with the poor performance of students in the study, but these are not specifically revealed due
to their status as members of a vulnerable population prior to the study.
As educators, we need to provide a more directed focus to helping youth and adult
offenders overcome the lure of criminality by giving them necessary academic skills and
preparing them for jobs, job placement, and vocational exploration (Steurer& Smith, 2003)
following their release. To address these issues and lack of access to higher education, a
program was designed by the researcher, a professor, and a small university in Southern
California. This program emerged because there has been limited effort placed on providing
postsecondary opportunities for incarcerated juveniles once they have graduated high school. I
first noticed this during my time as an administrator, but the population of high school
graduates during that time was also limited. For me, this became a significant issue with the
implementation of AB 1806 and AB 216, which allows incarcerated juveniles to graduate with
fewer academic units:
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(i)

A pupil shall complete all of the following while in grades 9 to 12, inclusive, in
order to receive a diploma of graduation from high school:
1. At least the following numbers of courses in the subjects specified, each
course having a duration of one year, unless otherwise specified:
a. Three courses in English.
b. Two courses in mathematics.
c. Two courses in science, including biological and physical
sciences.
d. Three courses in social studies, including United States history
and geography; world history, culture, and geography; a onesemester course in American government and civics; and a onesemester course in economics.
e. One course in visual or performing arts, foreign language, or,
commencing with the 2012–13 school year, career technical
education.

The resulting law allowed for a significant population within incarcerated facilities to graduate
high school early. Since the institutional high school was no longer required to educate the
students after they graduated high school, the number of graduated incarcerated juveniles
needing postsecondary services increased, thus creating a void to either continue their
education or continue to incarcerate them or leave them to chance.

1.2

Problem Statement
Several problems exist, but the most pressing problems focus on two points. The first is

mediocre academic preparation regarding critical thinking and critical thinking skills currently
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evident in schools for incarcerated youth. Based on experience and preliminary research, low
level academic preparation exists because the teachers and staff become overly concerned with
behavior modification rather than challenging the students intellectually. The common belief
about behavior modification is to have students keep their mouths closed and their pencils
moving. As a result, students are given “busy work” to keep them occupied, rather than have
engaging academic conversation that promotes higher order thinking. In defense of the teacher,
comprehensive districts fail to give the appropriate critical thinking teaching and questioning
approaches and tools to the teachers, so the students do not develop high levels of academic
critical thinking skills (which differ in context from street survival and thinking skills). The key
is to understand that the skills incarcerated students bring to academia from their lived
experiences in difficult situations have the potential to be transformed into becoming relevant
critical thinking and analysis skills, if they are nurtured in meaningful ways.
This brings the second problem to light. Once again, based on my experience having
worked with incarcerated youth and my preliminary research in preparation for this thesis, three
critical elements stand out as differences in education goals in the incarcerated setting:
differences of teachers’ goals, differences of students’ goals, and differences of administrators’
goals. In my view, the large umbrella that could ameliorate this seemingly contradictory triad of
goals is Culturally Relevant Teaching (CRTe). For example, according to Ladson Billings,
(1992) teachers need to be aware of daily cultural issues that our students face in order to fully
engage them in learning; thus, serving to give students power and the ability to examine
academic content and question their role in society. Then, teachers need to bring their students’
Funds of Knowledge (FoK) into the curriculum, including what students have learned—or
already know from their homes and communities—into the classroom. Moll, Amanti, Neff, and
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Gonzalez (1992) developed this innovative teaching strategy where teachers develop their
pedagogy using what they learned from the students’ communities. An analysis of CRTe and
FoK needs further explanation because these frameworks go beyond cultural perceptions; using
these teaching approaches allow teachers to delve into the socioeconomic arena as well. Thus,
the teachers’ and students’ goals should be intertwined, as with CRTe, where there is a strong
cultural or intercultural bond or connection developed between teachers and students.
Postsecondary education within the incarcerated population becomes a fragile topic for some to
accept because of the perception of criminality and criminal knowledge; and yet, this makes the
alignment of goals even more important. Teachers must use their FoK and CRTe as part of their
pedagogy to connect with students, but the students have to dive into their own understanding of
CRTe and FoK to connect with the teacher and reflect on their own learning capability.
Incarcerated students need to understand a form of culturally responsive learning and use their
own Funds of Knowledge to accelerate their learning because they may not have experienced the
same academic culture or schooling as their teachers.
John’s Example
One example I had about understanding lived experiences of my students and nurturing
them in meaningful ways was while I was teaching in “security risk” at juvenile hall several
years ago. Security risk is designated for juveniles who are awaiting trial and/or awaiting
sentencing. One student, John (pseudonym), had two stints, or periods of time, in my class. The
first time he attended, he was in my class for two days. During that time, there was not much
interaction, and he had little motivation for academic work, but he was awaiting trial, so I did not
invade his space. His mind was somewhere else, so to speak; he was worried about his case. His
trial was quick, and he was gone from my class.
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He returned about a week later, where he then began awaiting sentencing. I noticed
something interesting about John when he returned to my class: he was an avid reader. He would
come to my class every day with a different novel. But these were not “bubble gum” novels,
short, easy-to-read fiction; these were canonized novels, which are considered respected literary
works of literature. John came into class with Moby Dick, Don Quixote, and All is Quiet on the
Western Front to name a few. I must admit that my skepticism got the better of me. I was an
English major and have a Masters in Literary Criticism, so I wanted to know if he was actually
reading these books. I began asking him about the novels; questions about characters, plot, and
symbolism. Soon, we began having short talks that eventually turned to longer conversations. I
began suggesting books to read to expand the canon and began bringing books for him to read.
Books by Mexican authors, Indigenous authors, and Mexican American authors became
common for us to discuss. When he was transferred to a specific unit, I continued to bring him
novels to read.
One day, I told him that after he was done with his sentence (it was not as long as he
might have received) he should really consider college; I suggested that he should really consider
studying English (Literature) as a major since he had read most of the key literature curriculum
anyway. His response was, “I really don’t like to read.” I was shocked! Here is this young man
who had read a massive number of great novels from recognized authors telling me he doesn’t
like to read. So, I asked, “What do you like?” He told me that he liked math best. I told him that
he should go to college to study math.
He resisted, stating that he was not interested; he did not know about college and he had
to go to work when he was released from juvenile hall. I said that it would be a disservice to
himself and his family to not go to college. When he was released, we kept in contact. I found
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out that he had not enrolled in college, so I went to his house to talk with his dad. I convinced his
dad that his son was extremely intelligent and needed to go to college. Somehow, I convinced his
dad to support his son attending college; he acquiesced. John enrolled and excelled. He
graduated from the community college and enrolled in a Cal State University, where he
maintained a 3.8 Grade Point Average. He continued his education after graduation, receiving a
Master of Science in Engineering.
I learned three important things from John and my relationship:
1. First, I needed to eliminate all my biases about my students. John was intelligent,
but I needed to find the “intelligence” in all my students and be the conduit for
change in them. I needed to show them that academia is not a privileged
endeavor; it is available for everyone.
2. Second, I can be the key person for my students as an example of the benefits of
education, mainly because of my relationship with my students on a cultural level.
Since I am from the “neighborhood” and know the experience of growing up in
the barrio, I can understand their life experiences. But I also know the life of an
academic; I can show students that academia is possible for them too. I have to
show them, their parents, and their families that we belong in the academic world,
just like anyone else does in this democracy.
3. Last, the current common application of schooling for our students is all wrong.
Correctional education is attempting to educate students by demanding
subjugation and reinforcing oppression. The most meaningful educational
experience for John and me was during our discussions; thus, we need to
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encourage active participation. Our students learn through conversation,
discussion, and debate, not rebelliousness and forced silence.
What I learned during this experience changed my whole perspective about my role as an
academic and a teacher. It taught me to look at my profession differently, but it also fueled the
motivation to engage in the struggle for our incarcerated population to secure educational rights.

1.3

Rationale
The above table (page 3-5) revealed the performance of a Juvenile Justice high school

students on the Smarter Balanced Assessment for California (SBAC), which is a statewide
annual assessment used to gauge whether high school students are performing to the State of
California standard minimums. The data on the alternative and correctional educational school
system performance also showed that juvenile court students did not perform well in 2017.
Secondary students attending school within the confines of a California juvenile hall
underperformed in English Language Arts (ELA), with 92% of the students not meeting State of
California standard expectations; and 98% of the students did not meet the mathematics
guidelines either. Two things stood out to me from this data: 1) either the students didn’t care
about the tests and marked any answer, or 2) they lacked the needed knowledge and skills and
were not prepared for the tests, so they performed poorly. I argue that a conclusion can be drawn
when looking at these two assessments combined, because in order to change these results,
incarcerated students need a different education than the student had previously experienced.
Incarcerated juveniles need an education that draws from their experiences, one that looks into
how they learn, one that focuses on their strengths rather than one that focuses on their
weaknesses. Sadly, sometimes students continue the cycle of deviance and end up as participants
in the justice system because of a negative educational experience combined with a skewed sense
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of survival; this is the basis of the School-to-Prison Pipeline (STPP). According to Davis (1998),
putting people of color and people of poverty on a trajectory toward the prison industrial
complex is the first mistake to resolving the problems faced by this group. Continuing the
trajectory of the STPP, students are destined to continue in a vicious cycle in the justice system
with very little chance of escaping this maelstrom. The only chance for them to break this
trajectory is to change the very nature of how education is disseminated to our juvenile hall
students. In other words, there is a desperate need to stop the cycle before they end up in the
adult prison system.
Rather than perpetuate the mental model of incarceration, our goal as juvenile justice
educators should be to focus on a viable transformational education. Education is the most
effective method to avoid recidivism and directly address the underlying issues of the
oppressions that permeates our academic system. Urbanized neighborhoods, schools, and the
pipeline to the criminal justice system are all tied to societal racism and socioeconomic
inequality (Thompson, 2016). These elements can bolster the chances for students to land in jail,
and they also deteriorate the academic experiences of incarcerated juveniles. Steurer and Smith
(2003) indicate juvenile corrections parallel adult corrections in their outcomes. If this is true,
this parallel allows for a clear connection between the academic experience and incarceration.
Steurer and Smith’s (2003) research suggests that inmates receiving a post-secondary education
reduce the risk of recidivism; while the same study shows some important key findings with
regards to adult correctional education. The Justice Policy Institute (2013) and National Youth
Employment Coalition (2013) confirm that Steurer and Smith’s findings are applicable with
people who have graduated from high school but remain incarcerated at a juvenile facility:
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•

For re-arrest, correctional education participants had statistically significant (at
the .01 level) lower rates of re-arrest (48%) when compared to the comparison
group of non-participants (57%).

•

For re-conviction, correctional education participants had statistically significant
(at the .01 level) lower rates of re-convictions (27%) when compared to the
control group of non-participants (35%).

•

For re-incarceration, correctional education participants had statistically
significant (at the .01 level) lower rates of re-incarceration (21%) when compared
to the control group of non-participants (31%).

•

Overall, there were no significant differences between the participants and nonparticipants in the types of new offenses committed. Both groups had less serious
re-arrest offenses compared to their original offense for which they had been in
prison.

According to these data, any academic experience benefitted the incarcerated individual, whether
adult or juvenile. So, why is there a seemingly perpetual gap and lack of action? While these
questions might not be answerable given the constraints of this study, it hopes to explore the
perceptions of a set of students who could bring light to some of the critical issues faced by
them. This research could point to ways to address the educational crisis in our juvenile justice
system today.

1.4

Definitions
There are terms that need definition in order to navigate through this paper. Although

some terms may seem clear, other terms need clarifications because they refer to legislative
actions or may hold controversial definitions about incarceration. The bottom line remains that
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the focus should not be on the terms as they relate to one side of the debate or the other over
services offered to incarcerated juveniles. The focus and value of the terms needs to be placed on
how labels can be used to understand the importance of higher education for incarcerated
juveniles. The following graph shows the intent of the terms in context to postsecondary
education for incarcerated juveniles. The first set defines terms that refer to students’ experience
with education and incarceration. The second set of definitions focus on correctional-based
terms.
Table 1.3
Educational terms:
Juvenile Justice Education

Education and educational services for
persons who are incarcerated in the juvenile
correctional system.

School to Prison Pipeline (STPP)

The national trend of funneling primarily poor
children of color and those with special needs
out of the school system and into the juvenile
correctional and/or adult prison system as a
result of harsh school policies and practices
that tend to criminalize youth (i.e. overuse of
suspension and expulsion through zero
tolerance policies) (Flannery, 2015).

AB 216

Assembly Bill 216: California bill that
exempts children in the foster care system
from the last two years of high school if the

14

child transfers schools anytime after his or her
second year of high school.
AB 1806

Assembly Bill 1806: Extends AB 216
requirements to include homeless and
students recommended for expulsion from the
comprehensive district.

Table 1.4
Correctional terms:
Time

The length of the sentence one receives after
being convicted of a crime, i.e., 5-10 (years).

Colors

The color of the uniform given while
incarcerated. This is a visual identification
marker for the probation department to
indicate where an inmate belongs and what
unit an inmate is housed, i.e., burgundy =
long term sentence.

Adjudication

The act of being convicted and where the
judge has made a formal decision on the
length of the sentence for a crime.

707

California law section referring to making a
juvenile a ward of the court. This term is
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commonly used when attempting to try or
convict a juvenile as an adult.

To artistically begin to explore and present the visual representations of the terms, I
created a Wordle of the above terms as they appear throughout this paper and throughout the
research to visually show the importance of certain words:

Figure 1.1

The following section paints a picture of the facility through words. I take the liberty of
describing the multiple dimensions of the facility in order to enhance the impressions of our
experience as the juvenile hall/university collaboration.
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The physical dimension of incarceration consists of darkness; it is the only word I can
use to describe the aesthetics of juvenile hall. Set in the middle of the urban Southern
Californian landscape, the juvenile hall houses incarcerated juveniles, who primarily represent
poor Latino youth. According to kidsdata.org (2016) and the high school’s website (2018),
Latino youth make up almost 78% of the population; in addition, 90% of the population come
from a socioeconomically disadvantaged demographic. Juvenile hall sits among the newly built
family courthouse and a newly renovated shopping center; this is a true dichotomy of two
existing realities—wealth and privilege vis-à-vis poverty and oppression. As we enter the hall,
we become educated quickly that we are entering a maximum-security facility. Necessarily, the
people in the front are curt, but respectful, as though they have been both formally and
informally educated about the fine line between when and with whom to be congenial and when
to be direct.
Once inside, the screening mirrors the process of entering the hall. Probation officers
consistently escorts and are constantly watching as everyone passes through the myriad of
security doors. These doors are locked, unlocked, locked, and unlocked in a methodological and
rhythmic manner, as if they are creating the steel-like beat of a tune that exemplifies being
“locked-up.” Mindful conversation ensues between probation officers and local university staff.
The officers express their appreciation for the postsecondary program. We maze through the
facility. We turn right, wait at a security door, listen to for a loud buzz, wait for it to open, and
walk through. We continue straight, wait at a security door, listen to for a loud buzz, wait for it
open, and walk through. We walk fifty feet, wait at a security door, listen to for a loud buzz, wait
for it to open, and walk through. At this point, we pass the hub where four to five deputy
probation officers (DPOs) sit and monitor the facility via a multitude of cameras watching
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everyone’s every move. We wait at the final security door and enter the school compound after
the door opens. The monotony of entering the facility is a microcosm of the monotony that exists
in juvenile hall. The depressing green and light-blue colors on the wall compound the oppression
of incarceration. We finally reach the classroom—Room 22.
Room 22 looks like it has gone through little restoration from its original condition in the
1960s. As one enters the room, the heavy security door locks behind us, and we are locked in the
room along with the students. There is a definite restrictive structure to the room. Because safety
understandably remains a constant issue, little technology exists in the classroom; the teacher’s
desk has a computer, but students are not allowed to have access to computers and/or internet.
The class is organized in a traditional western pedagogical set-up. There are five rows of school
desks, four rows deep. It has a white board in the front of the room. A small, wooden block sits
atop an overhead projector. The wooden block has twenty holes drilled into it. Each hole
represents a desk, so the teacher can keep track of the pencils—golf pencils, for a missing pencil
will result in a “code red”; a complete lock down of the facility. The desks are set in five rows,
six chairs deep.
The psychological dimension of being incarcerated incorporates a plethora of theories
behind the reactions that contribute to the life and stress of the incarcerated juvenile. The
importance of appropriate rehabilitation is imperative if higher education is to make a difference.
First, the juvenile’s brain has not fully developed. An adolescent tends to act with more emotive
responses that are guided by their amygdala rather than they frontal cortex, which controls the
thought and logic (American Academy of Child and Adolescent Psychiatry, 2016). The
American Academy of Child and Adolescent Psychiatry’s (2016) website also claims that the
influence of drugs and alcohol furthers the effects of emotive responses; in fact, the

18

organization’s website claims, “Based on the stage of their brain development, adolescents are
more likely to:
•

act on impulse

•

misread or misinterpret social cues and emotions

•

get into accidents of all kinds

•

get involved in fights

•

engage in dangerous or risky behavior

Adolescents are less likely to:
•

think before they act

•

pause to consider the consequences of their actions

•

change their dangerous or inappropriate behaviors.”

Adolescents from neighborhoods influenced by gangs and gang behavior feel more scrutiny and
pressure; thus, the above list becomes more relevant.
Within the life of the incarcerated juvenile, there is a deep-rooted, highly influential
social dimension. The incarcerated juvenile experiences either a heavy neighborhood influence,
AKA gang life, or the influence of the School to Prison Pipeline (STPP); more frequently than
not, the incarcerated juvenile has experienced both.
For some, the life of growing up in the neighborhood revolves around the influence of the
neighborhood gang. Interestingly, social mores identify “gang neighborhoods” in lower
socioeconomic neighborhoods that are predominantly populated by people of color. The
socioeconomic and gang relationship can be attributed to these neighborhoods losing the ability
to motivate and correct delinquency (Nuno and Katz, 2018), thus, increasing the number of
juveniles joining gangs (Mennis and Harris, 2011). Once a youth joins a gang, violent activity
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and drug related activity increased; once again, increasing his or her chances of becoming
incarcerated. Limited financial resources increase the influence of the gang (peer pressure) and
increase the likelihood of gang-like behavior (Griffin, Botvin, Scheier, Miller, & Miller, 2000).
Naturally, the influence of the gang continues while the juvenile attends school, and it is
one of the causes of the student entering the STPP. There is a hypocrisy that dwells in the STPP.
The STPP eliminates the “problem students” from academia through suspension and/or
expulsion in order to create a better learning environment. As a result, a suspended student does
not have to attend school and is more likely going to be in their neighborhood while school is in
session. Further, suspended students are more likely to commit a crime during suspension; in
fact, students experiencing out of school suspensions (OSS) are three times more likely to also
experience the juvenile correctional system (Fabelo, Thompson, Plotkin, Carmichael,
Marchbanks, & Booth, 2011). Once a juvenile experiences incarceration, the likelihood of the
that person remaining in the correctional system is astronomically high. In fact, according to the
California Department of Corrections and Rehabilitation’s 2017 Division of Juvenile Justice
Recidivism Report, 74.9% of juveniles who were arrested would be rearrested within three years.

1.5

Gap Analysis and Institute of Higher Education (IHE) Intervention
Pilot

Recognition of the Gap in Juvenile Justice Education
The juvenile hall sits adjacent to family court, and family court sits adjacent to the adult
jails. This means that the journey from juvenile hall to adult jail is four doors. The connection
between the vicinity of the two jails gave me a literal and figurative picture that there was not
much distance between the two institutions. And my students in juvenile hall did not have to go

20

far between one institution and the other. This recognition, along with my views toward society
and its values, postulated the following: “We have to be doing more to stop the short migration
from juvenile hall to adult jail.”
My Purpose for Initiating Program
The world is an awfully small place, and it is shrinking every day. My view of the world
is shaped by the hypocrisy I see and have experienced; consequently, I hold a cynical, careful,
and hopeful attitude when it comes to our children. I believe my cynicism stems from an innate
distrust due to my San Carlos/Yavapai Apache and Mexican ancestry. I view the world as a place
that does not deserve trust because the distrust I feel has been handed down from generation to
generation like a valuable heirloom. My cynicism stems from seeing the maltreatment of my
indigenous and Mexican peoples, yet I understand we are survivors. My people have survived
disease, famine, forced substance abuse, and genocide. To me, the world is a hypocritical place
that consistently rewards negative behaviors of people who hold “power” or rewards
nonessential talents—for example, the popularity of Kim Kardashian versus the recognition of
Dolores Huerta or Angela Davis—more consistently than it rewards those who fight to make the
world a better place.
This cynicism and constant questioning the intentions of mass society fuels my
commitment to the incarcerated student. I teach the incarcerated student to begin to recognize the
intentionality of incarceration. Society’s intentionality to oppress marginalized cultures needs
just as much criticism as juvenile justice education. As of last census, African American and
Latino juvenile arrests make up more than 80% of the ethnic composition; in addition, people of
color are approximately 70% more likely to be arrested and adjudicated (Barrett & Katsiyannis,
2015). This means that over 11% of all Black and Latino men are or have been arrested at one
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point in his or her life (Abrams & Terry, 2013). Not examining this disgusting fact allows for
this treatment to continue.
My view is shaped by my commitment to my neighborhood and my people. I work where
I live. I have never really left the barrio since I moved here in 1975. I have been accepted as a
member of my community even though I am not 100% Mexican. I am a blend of indigenous and
Mexican (even though my belief is that Los Mexicanos son indigenas). With that, I have been
walking the fine line between the insider-outsider status my whole life. I was an outsider when I
moved to the barrio, but was accepted without condition; thereby, making me an insider. I was
an insider and an outsider concurrently. The same concept applies to my research. Everyone in
my neighborhood has been incarcerated, including me; so, I am an insider with the incarceration
population I work with, but I am an outsider because I am now an educator in the jails. I have a
stake in this research as an academic, but I also have a stake in this research as a member of my
neighborhood, and I have an obligation to my people to continue to research and improve the
lives of my people. My work with correctional education has a direct impact on my
neighborhood. If I improve the lives of students through teaching, then the student, theoretically,
becomes a better citizen and provides a positive impact on our neighborhood.
Contextual Description
In my 23 years of experience teaching in an alternative and correctional school district, I
have noticed several difficulties and questions of fairness, but the biggest injustice that I have
noticed is the lack of educational opportunities for long-term incarcerated juveniles because of
biased or preconceived notions about them and their capabilities. By law, they are required to
attend high school, but what happens after they graduate high school remains problematic.
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As an observer and professional in the juvenile justice system, my work and observations
in the alternative, correctional, and charter educational school system has given me the ability to
analyze the surface issues and expatiate multiple solutions for the educational opportunity gap
that exists in juvenile justice. Thus, I was led to the creation of the pilot program by having indepth knowledge and experience within juvenile justice education. The creation of the pilot
program and the motivation to do the research did not happen overnight, though. It took years for
the proverbial “light” to shine and for me to identify the need for this research, especially since
there is an ongoing progression in correctional educational, and the perception of incarcerated
people is slowly beginning to change.
The importance of juvenile justice education and adult correctional education has taken a
much-needed step forward in the last several years. A focus on college and career education at
the secondary level attempts to create a pedagogy that allows incarcerated and formerly
incarcerated juveniles pathways to end the cycle of recidivism. There has been a similar focus in
adult correctional education. Inmates are receiving more and better educational pathways than
they have previously received. This has prepared them for life outside of prison walls. But
caveats have arisen that have created a population within the incarcerated educational system
that has been generally overlooked since 2013.
In 2013, Assembly Bill (AB) 216 was passed, and this legislation allows incarcerated
juveniles to petition for graduation once they reach 130 core academic credits, thereby, allowing
the high school student to bypass the last two academic years required to graduate. Normally, a
high school student needs 220 academic credits in order to graduate. One year—and countless
hours of litigation later—after the passing of AB 216, AB 1806 was passed to cover necessary
loopholes created by AB 216. AB 1806 expanded the definition of AB 216 to include foster
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students and students that had been recommended for expulsion as a result of being placed in
foster care, which is how juvenile hall is designated. The issue of postsecondary options began
in 2016 when Assembly Bill (AB) 2306 was passed expanding the language of AB 1806 and AB
216 to impose the graduation requirements on the local school program. This allows the district
operating in juvenile hall education the ability to graduate a student at 130 credits, thus, creating
a population of high graduates in juvenile hall settings that did not exist before 2016.
The significance of the assembly bills created a population of incarcerated high school
graduates; in addition, it created a dilemma for the on-site high school because the high school
was not required by law to “educate” these incarcerated juveniles because they were considered
graduates and no longer required to go to school. This impacted juvenile hall as well. Since the
students were not required to attend school, juvenile hall had to keep the students—presumably
without penalty—in the housing unit while the rest of the population attended high school. Even
though the graduated students were being offered distance learning, they questioned whether
they were learning. Thus, we thought it made sense to offer “brick-and-mortar” college classes to
long-term incarcerate juveniles, so we could become the needed plug in the wall of recidivism.
Incarcerated juveniles have three options when they have graduated from high school.
One option that students have is to decline attending school anymore. This leaves them in the
unit doing menial chores; even worse, it could leave them in the unit in their cell for an
additional six to eight hours. This option does not move students forward in the rehabilitation
process. Another option that students have is to be recycled into the secondary classes offered at
the on-site high school in juvenile hall. Although this option continues the educational process
for students, they are placed in classes that have been taken previously; so, they don’t necessarily
learn anything new. Moreover, the students receive the same remedial education that they most
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likely received while working toward the high school diploma in their home school, which was
seemingly inadequate for their needs. Additionally, this format places the high school
administration and the high school teacher in a precarious position because the school has no
financial incentive to have one of these students in the classroom; allowing the students to retake
high school classes is done only as a gesture of goodwill. Also, the teacher and the students have
no incentive to learn or participate in classroom activities that may induce learning because these
particular students as well as the teacher know that the students do not really need this particular
repeated class. The last option a student has is to take an on-line learning course offered by a
local community college that focuses on distance education. This class offering presents other
types of issues to the student. First, a student receives packets in lieu of formal instruction. As a
result, the learning process is stymied. Second, time conflicts arise. Students who have court
dates may not be on site during the day and/or time a test is given, and there is no make-up exam
for students on this education program option. Thus, a student who misses the test receives a
failing grade for the exam; frequently, receiving a lower grade. This perpetuates the already
powerful negative academic experience, and it continues the education-incarceration experience,
which is the basis for the School-to-Prison Pipeline.
As a result, something had to change. For me, the most obvious change was to not try to
change the student by using the same tactics that put them on the pipeline. I thought that the
students needed a change; I thought they needed a change in their educational environment. I
used Freire’s postulate as an inspiration:
Many political and educational plans have failed because their authors designed
them according to their own person views of reality, never once taking into
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account (except as mere objects of their actions) the men-in-a-situation to whom
their program ostensibly directed (1970, p. 94).
Freire pinpoints the issues with juvenile justice exactly. We have been designing an archaic
educational system founded on archaic beliefs. I believed that we had to change the system if we
wanted to change the student.
Long-term incarcerated juveniles are placed in a vicious cycle of negative academic
experiences. Once they graduate from high school, there is no incentive to continue education,
nor is there an incentive to place a priority on higher education. This leaves an incarcerated
juvenile at an extreme disadvantage, once again, continuing the STPP. Serendipitously, when I
began making the connection between Freire’s comment and the juvenile justice educational
system, I was introduced to a sociology professor at the local university where I was doing my
doctoral coursework, and we met to discuss what I did in and what I thought about juvenile
justice education.
A Specifically Designed Postsecondary Program for Long-Term Incarcerated Juveniles
Thus, with the support of the small, local university administration and faculty, I
established a pilot postsecondary program for long-term incarcerated juveniles who have
graduated from high school. My premise at the time was that when these students are presented
with higher education courses using more critical relevant approaches, they can succeed. In other
words, when using CRTe (Ladson Billings, 1992) and FoK (Moll, Amanti, Neff, and Gonzalez,
1992) with incarcerated (mostly Latino) students, we can explore an inverse view of Bourdieu’s
theory of cultural capital (Bourdieu & Passeron, 1977). Rather than coming with the dominant
society’s cultural capital to school for success, the program design can use the students own
cultural wealth and talent to awaken their capabilities to learn. We can attempt to explain why
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students of color—especially incarcerated students—who typically do not succeed at the same
rate as students from the middle and upper SES, might demonstrate their potential when they are
given increasing access to academia and effective critical and culturally relevant learning
approaches and strategies. This could ultimately give students, who might otherwise be destined
for a life of poverty and/or crime a chance for productive social mobility.
A former professor in the local university’s School of Education made the connection,
and I met the sociology professor. We had a “Café Conversation” and brainstormed the idea of
starting a college in juvenile hall. We discussed the elements of juvenile justice education, and I
began to let her know my thoughts on the incarcerated students. I told her that I believe they
were some of the most intelligent people I know once I began having conversations with them.
The students in juvenile hall needed some direction. Over afternoon coffee for me and water for
her, we decided that we would give the students in juvenile hall a college class.
The first classes were given by a different sociology professor from the local university
whose research included the study of the paranormal with eight juvenile hall students, with me
and a deputy probation officer (DPO) observing. At this point, I was not doing research; I was
consulting with the professors about protocol and guidelines that needed to be followed in the
facility. This was an interesting class for everyone, for the students were interested in the
paranormal. They talked about Bigfoot, Chupacabra, and haunted dwellings. The subject of the
haunted house connected to the students, for all of the students knew about haunted houses, and
the professor was enthusiastic about the questions the students brought. The students showed
equal enthusiasm, and when the professor offered to spend time in a “haunted cell” that remains
unoccupied, the students could not hold their excitement. The request was denied for obvious
reasons, but this beginning was the perfect way to introduce the students to college. It showed
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them that college was counter to their perceptions of school. Academic work was not the
“banking” model described by Freire (1970), nor was it the “working class” model described by
Anyon (1980). It showed them that they could have an interest and follow that interest. This
experience paved the way for students having a positive academic experience over their
conditioned negative experience; hence, I began referring to the program as Positive Over
Negative (PON).
After the paranormal class was over, a class loosely titled: “Social Perceptions of People
of Color” by the original professor was offered. This class began to open the students’ critical
thinking capabilities because it asked to take a look at their life, to reflect on their life, and see if
they can find the injustices they encountered. Brilliantly, the professor did not allow them to talk
about their court or criminal cases because that was the direction of the class. The second major
milestone happened at this point. When the students were given reading assignments, the
students would come back the next week prepared for the class, with all the reading done. It was
not uncommon for the students to have read the book and articles multiple times before the next
week. In fact, they were asking for more to read. A different observation was made as well.
When the students entered the class, their heads were no longer facing down, but rather their
heads were held high. Interestingly, they smiled a lot and laughed a lot during class as well. But
when they left the class, the hard exterior returned.
About a month into the class, the student-interns were introduced to the class, and guest
speakers began visiting the class. This was the third major milestone in the program. All of the
interns were females, and at first, I thought this was going to be an issue, but my ignorant
assumption was completely incorrect because the student-interns brought community into the
classroom. Essentially, the interns were the peers of the incarcerated student. They showed the
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students how to question the professor; they brought a sense of completeness to the class. They
shared their stories, unapologetically, and welcomed the incarcerated students’ stories. Now
every student in the class was engaged in dialogue.
The most important pre-study observations were made at this point. The first one was that
the incarcerated students were diligent about their writing and requested feedback; in addition,
they reminded the professor about deadlines. This showed they were interested in the school. The
second observation was that it became easy to identify the students who were attending the
college program; they were the students always carrying books. I had the ability to visit juvenile
hall during the week, and it was not uncommon to see one of the students walking to other
classrooms with texts in his hand, while the other student in the line had their hands behind their
back. This observation showed me the powerful effect of culturally responsive teaching. The first
experience in the paranormal class, and the unconscious resemblance to scholars were reflections
of the influence of culturally responsive teaching.
The third observation was feedback we were getting from the DPOs. The DPOs were
extremely supportive, and they kept telling us that the students were having discussions about the
class while they were eating or while they were in the common area. They were having
conversations with the DPOs about social justice; this was a major breakthrough because now
the students were using what they learned to have conversations, which is a key component in
changing of their mindset. The biggest milestone I observed was after a guest lecturer finished
her lecture; she thanked everyone for allowing her into their space and said, “This has been a
pleasant surprise.” At this point, one of the incarcerated students raised his hand and asked, “Can
I ask you a question? What do you mean by that: ‘it was a pleasant surprise’?” The class became
quiet; he was breaking an unspoken barrier, but the response of the professor was perfect. She
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described her perceptions before coming into the class and her experience while she was in there.
It was a respectful conversation that epitomized the idea of critical discussion. These two
examples showed the importance of critical pedagogy in juvenile justice education. The fact that
the students began conversations with DPOs and began to question the ideas and perceptions
about juvenile hall and its residents inspired me to pursue critical pedagogy.
The final example that influenced the research occurred just after the revelations of
culturally responsive teaching and critical pedagogy. I knew, at this point, that I planned to
conduct research within this population, but I was unsure which methodology I was going to
employ. I knew I wanted to express the intelligence of the students, but I pondered on how to
take what I knew and experienced; then, introduce it as a research study while remaining
objective. Then, I attended an art show that was curated by a non-profit organization, Unlock
Tomorrow, and renowned Chican@ photographer, Valerie J. Bower. Most of our cohort were
represented in this art show, and the majority of their works were being featured at California
State University, Los Angeles’ art gallery. One student was chosen to feature his work in a
London, England art gallery. It was at this point that I thought to myself that I needed to explore
this amazing transformation further and began to put together the idea of researching this topic.
Attending this art showing featuring my students’ artwork, rapping, and poetry was a revelation
for me and inspired me to pursue Arts Based Research (ABR) (Leavy, 2015) for the
methodology of this study.
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1.6

Design and Methodology

Data Collection Design
The design of the data collection included the following items, which will be expanded in
detail throughout this section:
•

First interview

•

Second interview
o Artistic representation submission

•

Third interview
o Member checking, analysis discussion, possible ABR collaboration

The design of the data collection evolved organically from the anecdotal data observed
throughout my time at juvenile hall. Because I had established a relationship with the
participants while they were in juvenile hall, the format and design of the interviews were less
structured than a question-answer interview format. Yow (2015, p. 103) notes, “Everything you
do before the interview will contribute to the establishment of the character of the relationship
between the interviewer and the narrator.” In the case of my relationship with my participants, I
had an established relationship with the participants that allowed for the interviews to be more
conversational. As a result, the data was rich and fluid because the initial barrier of establishing a
rapport had been accomplished prior to collecting the data.
Location
The geographic location of the study took place at three different places in Southern
California: a local coffee house, the local university, and the quad area outside the juvenile hall
facility. The data collection took place at these locations for the convenience of the participants.
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The rationale for using the coffee house was that it was the most convenient for some the
participants to meet there; the location was at the midpoint between the university and the
participants’ residents. The rationale for the local university was that it was the most convenient
meeting place for one of the university students who participated in the research. The rationale
for using the quad area outside the juvenile hall facility was that it was most convenient for the
administrator participants.
Time Period
The study commenced following IRB approval on May 23, 2019 and continued until the
conclusion of the study.
Participant Selection
The study consisted of eight participants. Because the scope of the study included
secondary reflections and a local university’s pilot program participation, the selection of the
participants attempted to include representatives from each faction of the pilot program. As a
result, there were three student-inmate participants; these were incarcerated juveniles and the
introductory members of the local university’s postsecondary pilot program cohort. Three
participants were interns from the local university, and two participants were administrators from
the high school that is housed at a local juvenile hall.
Invitations were sent to five additional former student-inmate, two additional interns from
the local university who participated in the pilot program, one probation administrator who was
instrumental in establishing the program, and one deputy probation officer who supervised the
class while the student-inmates participated in the program. Five former student-inmates chose
not to participate in the study for either personal or time constraint reasons. The two probation
invitees never responded to the invitation, and no further attempts to invite them to participate
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were made, but I was informed that there might have been either security or confidential
guidelines established by the probation department that prohibits their participation, or being
participants, in research projects similar to the pilot program that was established. Similarly, I
received no response to the invitation to participate that was sent to two of the university interns,
and not additional attempts—per IRB agreement—to participate were made.
Justification for Participant Number and Selection
The exploratory nature of this study, along with the use of ABR, limited the number of
participants to a minimum of five (5) and a maximum of ten (10). The decision about the range
for the number of participants included two factors:
1. The number of responses to the research invitation;
2. Willingness to be either interviewed, do an artistic representation, or both
3. Having an appropriate number of participants that would suffice for the
purpose of the study.
There is not a “magic number” of participants, but I wanted to limit the number of participants to
fewer people in order to have a deeper understanding to the juvenile justice education experience
(Baker & Edwards, 2012). Further, this pilot program was one of two postsecondary programs in
the United States for incarcerated juveniles. The other program is at Evergreen University in
Washington. This program differed from the one established at Evergreen University in that this
pilot program did not offer any high school credits or participation from student-inmates who
were enrolled in high school concurrently, as noted below in the criteria.
Secondly, the study includes a minimum of two people from the three areas that played
important roles in the pilot program in order to provide some semblance of differentiation of
opinion and experience. Within each group the participants had to meet certain criteria:
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Table 1.5
Participant Type Criteria
•

Incarcerated as a juvenile

•

Graduated high school

•

Willingness to participate in the program

•

Complete assignments

•

Participate in class

•

Enrolled at local university

•

Willingness to participate in the program

•

Attend “class” every Friday

•

Complete appropriate “intern” paperwork from local university

Academic

•

Be an administrator at the local juvenile hall high school

Administrator

•

Understand the nature of the pilot program

•

Vet potential participants in the pilot program

Student

Intern

Recruitment Methods
Contacting participants: Recruitment commenced after approval from the local
university’s Institutional Review Board (IRB) on May 23, 2019. Participants were recruited
through identifying and contacting referral sources that remained in contact after participation in
the postsecondary program at juvenile hall. The student-inmate participants remained in contact
after release from incarceration. In addition, emails were sent to the administrators at juvenile
hall high school; while, the remaining participants were sent text messages inquiring about
participating in the study. The specific inquiry reads as follows:
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“Hi __________,
I am beginning the research/interview portion of the study I am doing on the
postsecondary program for long-term incarcerated juveniles that we offered at the
hall. I was wondering if you will like to participate in the study. If you do not
wish to participate, it is no problem. I will not contact you further about the
research. Let me know if you are interested, and we can work on a date and time
to meet to discuss the details.
Best,”
Final Selection of Participants
The invitees who responded and agreed to the research became the final group of
participants. Upon agreement, the participants agreed to an interview and/or an artistic
representation of his or her experience in the pilot postsecondary academic program at juvenile
hall.
Data Collection Process
The process of collecting the data consisted of an initial interview that lasted between 2545 minutes explaining the research process to the participant and the initial interview questions
(detailed below). At the end of the first interview, I asked the participant to create an artistic
representation. I informed the participant that there was no specific type of art that I was
expecting, so they had artistic freedom. I did not want to limit the availability of artistic
representation techniques for the participants, and I wanted them to explore any artistic genre
they felt would best fit their representation. Although there was not a script for the interview, the
questions I asked the participants were drafted to cover the following topics; these topics sought
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to understand the participants’ secondary educational experience and the participants’ experience
in the pilot program:
•

What were the participants’ interpretations of the juvenile hall experience?

•

What was most effective about the juvenile hall experience?

•

How did the juvenile hall experience allowed them to grow academically?

•

What was least effective about the juvenile hall experience?

•

Explain how the juvenile hall program changed or not the participants’ perception
of the post-secondary experience.

The artistic representation was prompted by the following question: Explore through whatever
genre, or medium of your choosing, how you would artistically represent your academic
experience in the juvenile hall program with any, or all, of your previous academic
experience(s). Each participant was asked if he or she will like his or her artwork returned and
will be given his or her artwork back after the defense of this dissertation, if he or she chooses to
have it returned.
A secondary meeting consisting of 5-10 minutes where the participant submitted his or
her artistic representation for researcher review occurred several weeks after the first meeting.
The second meeting explored the artwork process and gave me, the researcher, the ability to
reflect on any questions that arose when I reviewed and transcribed the first interview. Also, it
gave the participant the opportunity to address any issue they had with the research or artistic
process, or it gave the participant the opportunity to explore any questions they had between the
first and second interview.
The third meeting with the participants lasted for approximately 30-45 minutes to discuss
my interpretation of the art submissions and member check with them. I discussed some themes
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that were beginning to surface from my interviews and comparisons that emerged from the
different artwork submissions. For two participants, though, we worked on a collaborative form
of Narrative Inquiry; one collaboration was a creative nonfiction short story and the other was a
narrative autoethnography; I elaborate on the genres in the next chapter.
Each interview was audio recorded on an iPhone that was protected by a secure passcode
and thumbprint. The interviews were, then, transcribed onto an encrypted, password-protected
computer. The time span for the participation was approximately 1-3 months. Since the interns
and the former inmates participated in the same postsecondary program, the role of the interns
was the same as the role for the former inmates, i.e., questions, art project.
The influence of art in the world of incarcerated juveniles runs deep and wide. Limited, if
any, research using art as a methodology to reflect the educational experience of incarcerated
juveniles remains relatively unexplored. Although using art for inquiry within the confines of
incarcerated juvenile education is new, using art as a design for learning and inquiry is not a new
practice.
Rationale for using Arts-based Research
Understanding the connection to art and learning emerged at the beginning of the
twentieth century; this connection changed the perception of instruction and learning. Even
though the connection between art and academic success show promise, incorporating art into
the curricular program for incarcerated youth rarely happens (Ezell & Levy, 2003). Eisner and
his Stanford University students furthered the use of ABR as a methodology in the early 1990s,
giving way to Barone’s approach using narrative storytelling (Eisner & Barone, 2012; Eisner,
2008). Eisner and Barone merely expanded on Dewey’s observations. Dewey (1934) touches on
the use of art as research when he comments how the artists and the art exist simultaneously.
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Using art as a methodology as noted for this research helps us to understand the human
experience and its importance for cultural and social change (Dewey, 1934). This then becomes
the primary focus of understanding how the relationship between art and learning can give
insight to culture and education.
The relationship between education and experience is over two hundred years old. ABR
was present at the emergence of educational theory and research; additionally, researchers like
John Dewey take the use of arts and experience further into educational theory. Juvenile justice
students possess the capability to show learning as the summative product of life struggle versus
the reception of information (Giroux, 2000). Educators and scholars can use ABR to show
incarcerated juveniles that education is a plausible option, thus, improving curriculum and
changing the educational experience for them, thereby, increasing the possibility of the students
pursuing higher education. Incarcerated juveniles show a significant positive change
academically when art is infused in the curriculum (Stinson, 2009). Knowing the significance of
John Dewey’s influence in art and education allows me to make the connection of the human
experience with a cognitive, cultural, and educational experience. Art is education. Education is
experience, so art reveals itself in a product based on experience (Dewey, 1934). In other words,
art—as poetry, as painting, as narratives, etc.—is an assessment to learning and is also effective
as a research tool.
Connection between art and juvenile justice education
Because art plays such an important role in the community of incarcerated individuals,
using art as the design methodology is one of the most logical avenues for research. A close
connection between experience and art exists with incarcerated juveniles. Art produces a
significant positive change in behavior and academic success (Ezell & Levy, 2003), so I
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attempted to use art to reflect any change in attitude toward school and any academic success.
The learning experience and the artistic experience are closely related. The aesthetic nature of art
includes both definitions of beauty and principles. Education can only use art when human
experience reveals itself, as Dewey (1934) pointed out when he connected art with education and
argued that art reveals itself in our daily lives, and we use the everyday learned experience as
pedagogy. As a corollary, artistic reflection in education gives incarcerated students the ability to
revitalize their perception of having academic deficiencies (Leard & Lashua, 2006). Using
reflection on the education and life experiences of incarcerated juveniles gives educators an
opportunity to improve pedagogy for them.
Eisner and his students introduced the idea that the quality of research and importance of
intellectual inquiry can coexist; in other words, inquiry and artistic composition can be
constructed to depend on each other (Barone and Eisner, 2012). Understanding the emergence of
Arts-based Research and how researchers approach the field allows me to employ Arts-based
Research in juvenile incarcerated postsecondary education (JIPSE). For security reasons,
“correctional facilities place restrictions on freedom and choice. Arts programs offer
opportunities to exercise decision-making and take ownership and responsibility for something”
(Ezell & Levy, 2003, pg. 109). Thus, art allows researchers and educators the opportunity to also
experiment and use a variety of approaches that give way to a new learning experience because
experience and art allow for and show internal beauty (Dewey, 1934) in even the most tortured
and troubled human beings.
Art plays an important part in understanding the experiences that shape life and opinions
for incarcerated juveniles. “The concept of using the arts to reach at-risk youth is nothing new.
Called art education, art workshops, arts programs, community art or creative arts therapy
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groups, these programs are as varied as the names used to describe them” (Ezell &Levy, 2003,
pg. 108). As an example, writing poetry and short fiction allows for understanding the
unconscious and conscious parts of life. It allows us to put those elements together in order to
create some sense of an organized spider web; a connection between learning and life. Art can
also develop complex relationships between the student and the curriculum through creative
expression (Gadsden, 2008). In this regard, it is my conjecture that art creates a space that helps
to mitigate the cultural and socioeconomic barriers of juvenile justice education.
It is well documented that culture and socioeconomic elements play a significant role for
incarcerated juveniles. The use of art and poetry might give us a small glimpse into their lives
and help illuminate learning like those glass-like rays that pierce the clouds after a thunderstorm.
It’s been found that alternative methods of instruction and assessment work best for adjudicated
youth. “It is clear that youth in JC [juvenile court] schools have unique and significant needs that
may require greater…alternative curricular paths” (Gagnon, Barber, Loan, & Leone, 2009, pg.
675). These paths can allow juvenile justice students to reflect on their culture and incorporate
what they know into a reflection of their own learning. In my standpoint, ABR becomes a
representation of life and learning and gives an indication on how educators can understand the
life of the incarcerated juvenile student in order to provide better educational opportunities and
experiences. Even though there is ample research on arts’ impact on incarcerated adults, there is
a dearth of literature that informs the field of how art in education affects incarcerated juveniles
(Ezell & Levy, 2003). Through this ABR research, it is my aim to explore (or examine through
art expression and narrative analysis) the impact of one pathway that was employed through a
university partnership for our juvenile corrections’ students. Ultimately the goal of this
qualitative research is to understand and show through arts-based reflections, to the extent
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possible, how viable higher education opportunities through partnerships with institutions of
higher education (IHE) can become a path to greater opportunities in life beyond the current
dismal outcomes for incarcerated juveniles by changing the perceptions of everyone involved in
the juvenile justice educational process.
Arts-Based Research Methods
Data Collection
Art should not have limitations; therefore, I did not put any limitations on the artistic
representations for the participants or the methods for collecting data for this research project. As
a result, several methods surfaced. The methods for this study that surfaced include photography,
poetic inquiry, narrative auto-ethnography, and a variety of visual arts. I also used interviews as a
way to triangulate the art data, as well as to explore the views of participants who chose not to
engage in any art form.
Visual methods: visual arts and photography
Visual art provides a unique perspective in ABR because this artistic representation
captures a new and growing element of a reflection on society. For example, according to Leavy
(2015) the image creates a perspective in the unconscious and this trend is continuing to grow
with the emergence of digital formats and mobile instruments to capture images. Visual arts go
further and provides a different interpretation from spoken or written language that words may
have difficulty communicating (Cahnmann-Taylor and Siegesmund, 2008), resulting in positive
impacts on inmate’s behavior (Brewster, 2014) and instilling confidence in the prisoners, giving
them a self-worth where they begin to believe they are worth educating (Clements, 2004). Visual
art captures the data that may be overlooked by traditional discourse. It lends itself to multiple,
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emotive meanings that embed themselves into the unconscious; in other words, the visual arts
have the potential to be more locked in memory (Leavy, 2015).
The camera, both still and film, allows researchers to record events in a neutral manner
whereby they can also analyze and interpret the images (Cahnmann-Taylor and Siegesmund,
2008). Photography combines objectivity with subjectivity into the data; it allows the researcher
to encounter the “large body of cultural, media, and visual studies that take…spectacles of social
suffering as their focus” (Brown, 2014, p. 181). The objectivity is the actual image in the photo;
the image is captured and not manipulated, so the subjectivity aspect emerges through the
interpretation of the objective, real image. The aesthetic can then be interpreted and expanded up
by researchers, who can examine how prisoners can focus, communicate, and learn within a
specific discipline (Cahnmann-Taylor and Siegesmund, 2008; Brewster, 2014). Cameras help
record images not just for data recording and analysis, they become generative for the research to
allow for representation.
Visual arts-based practices and its audience share the experience; as a result, the
researcher and the participant create art that acts as data and data representation (Leavy, 2015).
Aesthetics becomes primary in this practice; the image becomes the visual vehicle the researcher
and participant has control. They create an image that has the potential to elevate the aesthetic
nature of art to a more beautiful and meaningful way of communicating. For example, Brewster
(2015) studied how one inmate, vis-à-vis arts education, earned his high school equivalency and
began attending college as a result of what he learned. It creates a visual phenomenology when it
moves into the human consciousness as part of the human experience due to its visual
environment, giving access to the experience as the experience is embedded in the visual context,
allowing for visual phenomenology to be used as a method of investigation (Leavy, 2015). It
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allows society to hear the voice of those who have experienced incarceration. As society begins
to change its views on incarceration, having a direct, unique voice from those who have
experienced incarceration needs to be heard loudly (Ruyter, 2017), and visual arts is one way to
hear the voice.
Also, visual art gives an unconscious look into the social world. Anthropologist, George
Mills, posited using visual arts as a source of information in 1957, but the use of art as a source
of information regarding the social world gives anthropologists ways to research different social
and identity issues; it “carries a transformative power that can resist and dislodge stereotypical
thinking” (Leavy, 2015, pg. 224). Artists produce a work that reflects their experience, and
researcher can, then, reflect on its meanings (Williams & Taylor, 2004). Visual arts can be used
to record and combat racial and social stereotypes. Art, according to hooks (1995), has primary
functions: 1) recognition of the familiar, and 2) defamiliarization; further, she notes that art is
shaped by a person’s race and SES; this holds true within the prison system, for art in prisons is a
reflection of the inmate’s voice. The use of visual arts allows the researcher to focus the
contribution to research, identifying and commenting on the historical oppressive forces. It gives
the researcher the opportunity to study the connection between visual culture and oppression in
an objective manner, thus, allowing one to apply critical race theories to this method.
Photography is a widely used method in several disciplines and artistic and research
different artistic and research purposes. Although photographs can be used to chronicle data,
they may be used as methods in more abstract projects or uncommon groups, locations, and
populations. Sociological photographs bring attention to groups and people who may be
overlooked because of the difficulty of accessing the people. For research, photographs can be a
beginning point in an interview (Leavy, 2015). Photography allows the researcher to bypass
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language issues and give an avenue to communicate through a language other than dialogue
(Leavy, 2015).
Narrative methods: poetry and fiction
Whereas there is an exactness and purposefulness to art, poetry is the art that asks the
artist to be exact in diction and style. In research, poetry gives the researcher a way to present
data that breaks the separation of fact and fiction; using poetry as a powerful method for research
is not a new avenue (Leavy, 2015; Subramanian in Cahnmann-Taylor & Siegesmund, 2018).
Poems give a unique sense of freedom and constriction; poetry allows the human experience to
be revealed by using sensory details, so the writer becomes a painter using words as their color
palate and the keyboard as the canvas. As a result, poetry gives the researcher a unique method
to reveal data through the power of words and voice.
Poetry representation is recognized qualitative data source that allows the researcher an
alternative to traditional sources of data. Even though data may be unverifiable and seem
disadvantageous, researching one’s life and experiences need multiple sources of data, including
poetry, for poetry gives insight to the human experience, insight that science can’t ever express
(Shapiro, 2004). Thus, the researcher can take a poem and interpret different meanings and give
a more closely relevant interpretation to how the poem shows the actual human experience and
the influence of the experience on one’s life. The ability to show how poems reflect the human
experience is important in this research because the research addresses the human experience.
This merging of poetry and research add to arts-based research as a legitimate data source. So
using poetry as qualitative research allows poetry to be “a vehicle through which to communicate
powerful and multiple ‘truths’ about the human experience” (Furman, Langer, Davis, Gallardo,
& Kulkarni, 2007, p. 302).With the emergence of poetry as research, alternative theoretical
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developments emerged as well, giving the researcher a fresh perspective on how to look at data
and analyze data; thus, breaking the dynamics of the traditional bi-research approach to study
and introducing academia to poetic inquiry.
Prendergast (2016) furthers the legitimacy of poetry as inquiry by expressing that poetry
allows for the success of qualitative research by finding lush, comprehensive avenues to relay
findings. Prendergast (2009) shows poetic inquiry expresses three main data as reflective of the
human experience, all centered around voice:
1. Vox Autobiographia/Autoethnographia (Researcher-voice): researchers
produce the data from observations, interviews, and ethnographic research. It
includes all forms of poetry and is primarily an autobiographical type of
poetry framed in the context of the researcher. Then, the researcher presents
their data.
2. Vox Participare (Participant-voice): this process allows the researcher to
take the participants “voice” into account when producing the work. The
participant writes the poem entirely, or the poem is co-constructed with the
researcher.
3. Vox Theoria (Literature-voice): similar to “found poetry,” this method uses
literature and/or theory as the primary source of creation of poetry. Literaturevoiced poetry speaks to the understanding of the audience and research.
Of the three, this research will focus primarily on “Vox Participare” method. After interviews
and observations, including member checking, co-constructing poems and short fiction seems the
most transparent form of reflecting voice.
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Poetry is emotion. Social research has an unconscious foundation in emotion; moreover,
critical race theory (CRT) has an undergird in emotion. Since CRT and social research have
emotion as a foundation, CRT and social research needs a deeper relationship (Carbado &
Roithmayr, 2014). Using deductive reasoning, poetry can be used to evoke the emotion and
critical theories of social research concurrently. Yet poetry has a unique way of making the data
more accessible to the public; in other words, scientific knowledge can be relayed to the public
through poetry (Leavy, 2015). It “reveals a moment of truth” (Leavy, 2015, pg. 77). It gives the
opportunity to use data for identity research by revealing “multiple meanings” (Leavy, 2015).
Further, poetry allows the researcher to make the connection between identity and marginalized
populations. As a result, poetry will be used in this research to make the connection between the
human/educational experience in education and research; and an artistic reflection of the
relationship between the human/educational experience and research.
Fictional based literary interpretations are a second way to research the
human/educational experience. Fictional ethnography and narrative autoethnography—both are
forms of ABR—are the best representations for the research because both methods focus on the
ethnographic foundation that permeates in juvenile justice education and life. Narrative
Autoethnography plays an important role by bringing forward particular truths and social
meanings that connect a cultural context with an institutional context (Leavy, 2015). The stories
are not fictional, per se. The emotions and thoughts give a reflection to a distorted mirror that
gives a different reflection of reality and social life (Dewey, 1934). The autobiographical piece in
the research has two purposes. First, it will help participants understand positionality. Further, it
establishes insider as well as outsider status. Insider status surfaces because when the researcher
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identifies with the participants lives. Narrative Autoethnography allows one to gain
trustworthiness (Leavy, 2015) through the inescapability of art (Dewey, 1934).
Fictional ethnography gives an avenue for ethnographers to produce studies about a
variety of academic and educational research (Leavy, 2015). It allows ethnographers to structure,
or restructure, the analysis to a medium that gives the audience the ability to have a unique
relationship with text. Researchers, then, can explore avenues of Critical Race Theory to give the
reader a multi-dimensional work that reflects the complexity of life and society. The reader and
researcher can use this story to get a better understanding of guilt, shame, and reflection our
incarcerated juvenile’s experience. Additionally, it can show race and culture are influenced by
the actions and racism experienced by our juveniles.
The use of visual arts, poetry, and short fiction are important methods of relaying the
human/educational experience of incarcerated juveniles. ABR, more specifically visual arts,
poetry, and short fiction, attempts to give data that is harmonious with the human/educational
experience of the participants: photography and visual arts connect a historical relationship by
attempting to capture specific perceptions; while, poetry is more explicit in its expressiveness
(Szto, Furman, & Langer, 2005). Using these artistic representations will give insight to the
human and educational experience of the participants.

1.7

Theoretical Frameworks
This study focuses on five inter-related theoretical frameworks: Culturally Responsive

Teaching (CRTe), Funds of Knowledge (FoK), Critical Pedagogy, Critical Race Theory (CRT),
and Latin@ Critical Race Theory (LatCrit). The first two frameworks address the relationship
between the classroom and the student. The latter three address the sociological relationship
between the school and the student. First, CRTe (Ladson Billings, 1992) discusses the
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relationship between understanding the juvenile’s culture in order to be a productive teacher,
with the inference that juvenile justice education is its own culture. Second, FoK (Moll, Amanti,
Neff, and Gonzalez, 1992) draws a connection between understanding the cultural influences of
the student and the importance of bringing the knowledge about the students’ culture and
importing the knowledge into an effective pedagogical tool. Next, Critical Pedagogy (Kincheloe
and Steinburg, 1997) examines the social and cultural norms that we, as people of color in an
Anglican society have to navigate. Lastly, Critical Race Theory and Latin@ Critical Race
Theory will incorporate the institutionalized racism that permeates from the Anglican, Eurocentric society to the Latin@ culture and reveals itself vis-à-vis education. CRT and LatCrit are
similar, and the latter is a branch on the Critical Race Theory tree. I draw a connection with an
overview of Critical Race Theory and how it relates to my research study; in addition, I show
how Critical Race Theory has a direct influence on perpetuating incarceration of juveniles of
color. After providing a foundation of Critical Race Theory’s role in juvenile incarceration, I
transition to Latin@ Critical Race Theory. Because of the large population of people of color in
the juvenile justice system, Latin@ Critical Race Theory shows how this large tree of Critical
Race Theory and the large Latin@ Critical Race Theory branch are connected through
systematic racism. Each framework plays an important piece in the complex puzzle that creates
the distorted picture of pedagogy offered to our incarcerated students.
Culturally Responsive Teaching
As a result of this realization, I have to put into praxis my belief that I can begin the
process of helping my students learn socioeconomic realization and self-worth, especially
incarcerated juveniles, for teachers need to create an optimal learning environment for its
students (Brown, 2004). Teachers need to encourage students to understand that the best and
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easiest way to rise above the proverbial “man” is to become educated, to become a true learner;
teachers need to recognize the urgency of now with incarcerated juveniles and teach them to
challenge the white privilege appropriately (Hayes & Juarez, 2012). An education, especially a
college education, gives students the ability to have a choice, a seemingly unimaginable thought
for the incarcerated juvenile. Culturally Responsive Teaching (CRTe) exposes students to the
bountiful diversity each student brings and shows them they are capable of academically
succeeding (Villegas & Lucas, 2007). A student’s choice to pursue any career does not end after
being incarcerated. Teachers in juvenile justice education need to become the motivation for a
positive life by helping the student connect their previous knowledge with what they need to
know to succeed (Villegas & Lucas, 2007).
Learning gives the incarcerated student self-worth. It creates a positive mind-set. It gives
the student a self-worth that has generational effects. CRTe allows students to understand the
balance. It gives the student the ability to advance as an academic, the same student who has a
history of academic failure by increasing engagement and reform (Vavrus, 2008). This avoids
the hypocrisy of blaming the elite for economic oppression while continuing the oppressive
behaviors, like glamorizing incarceration. One thing students need to understand is that the
benefits of school go beyond receiving an education. A balanced education gives the student a
choice to determine an alternative pathway in their lives and the lives of their community (Boyle,
2011). It is a balance that strengthens their voice in determining their future versus their future
being determined for them by the criminal justice system. Establishing the balanced academic
voice alleviates and amplifies the benefits of learning. It creates an avenue of communication
where the student feels he or she can be heard when the student has been conditioned to be a part
of the mechanical nature of education (Anyon, 1980) and not question the authoritative teacher.
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As Freire (1970) clearly stated, the learning process is reciprocal; by understanding education is
mutually communicative, the student may develop a voice through culturally responsive
teaching.
Juvenile justice teachers need to understand the life of an incarcerated juvenile and what
leads their criminality. The pursuit of this understanding drives the methodology. Recognizing
culture in the classroom means recognizing voice. Teachers need to be aware of the cultural
needs of the student (Brown, 2004), and this holds special truth in the juvenile justice education
facility. The issue of juvenile justice culturally sensitive education can be facilitated by the
teacher, but there are issues that surface with them. The role of a teacher is a challenging task,
especially when the teachers do not have a cultural understanding of their students. Juvenile
justice teachers must understand the language of CRTe and social justice, especially in a country
that prides itself on ideals of freedom but does not educate the juvenile justice teachers on the
incarcerated experience (Hayes & Juarez, 2012).
CRTe begins and ends with the student; in other words, it begins with recognition and
understanding of the students’ culture and ends with putting that knowledge into practice: praxis.
Most teachers begin teaching without the understanding of where they fit in the racial or social
place of the social structure of the ghetto (Hayes & Juarez, 2012), so they enter the classroom
underprepared as educators and over prepared as teachers. When teachers bring in whiteness into
a multicultural classroom without examining their own whiteness, they continue the unconscious
social white superiority (Matias, 2013). It becomes praxis of immediate culture. It reinforces the
dominant academic practices in schools that fall in line with Anglican norms (Paris, 2012). As a
result, we see an extraordinary, deliberate rate of failure with people of color, particularly
African Americans and Latin@s.
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Teachers and educational staff need a great deal of preparation to maintain a functional,
effective learning environment; the lack of preparation is a disservice to the teacher and student
and is a blunt attempt to maintaining academic racism (Hayes & Juarez, 2012). Berg, Bosch, and
Souvanna (2013) assert that when schools’ vision lacked coordination, teachers identified the
dysfunction and became frustrated because they did not feel as effective. To identify is to be
educated on the students’ culture. It is not enough to be empathetic to the juvenile justice
education student. CRTe preparation is more of a response to the ineffective pedagogy that has
been used on students of color (Vavrus, 2008). Frustration about the dysfunctional, ill-prepared
academic environment creates low interest in becoming juvenile justice educators.
The role of a teacher is a challenging task when all of the above factors are taken into
account. Teachers and educational staff need a great deal of support to maintain a functional
learning environment. Sadly, educators attempt to do their best without adequate support from
probation and administration. Berg, Bosch, and Souvanna (2013) assert that when schools’
vision lacked coordination, teachers identified the dysfunction and became frustrated because
they did not feel as effective. Frustration about the dysfunctional environment creates low
interest in becoming an educator within juvenile justice.
Other factors account for a lack of CRTe within the juvenile justice education system.
First, teachers’ incentives for teaching in a correctional institution were minimal; most of the
time, teachers worked long hours with no outside support. Leone and Cutting (2004) identified
teacher concerns by concluding that frequently unqualified and underpaid teachers instructed
within numerous correctional education programs due to the work schedule and lack of support
for beginning teachers, accounting for a more desperate need for CRTe. Studies in juvenile
justice confirm that training for juvenile justice education teachers needs to start from the
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beginning of one’s career (Mathur and Shoenfield, 2010). Scholars contend that the teacher’s
education needs to begin with culturally responsive teaching methods and understanding; CRTe
needs to be available for teachers as a pre-service opportunity and resist traditional prescriptive
practices (Ullman & Hecsh, 2011). Additionally, teachers communicated and networked with
other instructors during professional development activities, so communication with other
instructors allow for the instructors to grow professionally. Discussion and CRTe practices help
solidify the empathetic role of the juvenile justice teacher (Ullman & Hecsh, 2011). These
opportunities refined practices, knowledge, discipline, and skills (Diaz, 2011) for all instructors.
Second, juvenile justice teachers need more professional support about the nature of
juvenile justice education. These instructors were isolated from public schools and lacked access
to professional development (Leone & Cutting, 2004). Mathur and Shoenfield (2010) indicated
teacher education involving the best practices approach was a way of promoting evidence-based
practices, so culturally responsive teaching should be a priority for juvenile justice instructors.
Teachers benefitted from staff development, so an unqualified teacher who was given access to
culturally responsive teaching methods elevated their instruction and this ensured that the teacher
would have the necessary qualifications to teach in a juvenile justice facility. It could help
teachers identify what could otherwise be interpreted as inappropriate behaviors and allow them
to intervene. Even though incarcerated students may be heavily caught in the STTP, effective
CRTe preparation helps juvenile justice teachers end this vicious cycle.
Commonly, instructors have had training in either their grade level or subject area or
both, but instructors received little to no training in CRTe, a necessary training for teaching in
juvenile justice education (Wolford, McGee, & Ritchey, 1996). In fact, training was non-existent
for teachers who worked in juvenile justice (Wolford et al., 1996). Minimal training has been the
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norm of juvenile justice education. Mathur and Shoenfield (2010) reinforced this sentiment by
stating that the lack of professional development opportunities for juvenile justice education is
embedded in its culture.
One major factor resulting in negative morale with the correctional education teachers
has been the lack of administrative and moral support. These teachers have felt that
administrators were a barrier to providing education; the lack of administrative support to
improve the quality of education has been identified as the main barrier in recent studies
(Houchins, Puckett-Patterson, Crosby, Shippen, & Jolivette, 2009). This lack of administrative
support was counterproductive to learning. Houchins, et al. (2009) concluded that administrators
and other staff needed to make teachers feel confident that when a concern was presented it
would be addressed. They argued that if the teachers do not feel supported by administration;
then, teachers will lose the confidence to instruct effectively. Teacher retention increased when
the teachers experienced administrative support and behavior management skills (Houchins,
Shippen, McKeand, Viel-Ruma, Jolivetter, & Guarino, 2010).
Teachers need to feel confident that administration supports them because teaching in an
incarcerated unit can feel isolating; the teachers and the students, left alone all day, made
classrooms in the juvenile justice setting one of the most restrictive settings (Houchins, et al.,
2010). Administrators need culturally responsive teaching training along with the teacher in
order to avoid administrator disconnect. This allows for the teacher to feel confident that
administrators will understand all areas of potential teacher and student frustration. Once a
student enters the classroom, teachers are left alone with students and institutional staff becomes
frustrated when they have to intervene because of a safety issue in the classroom. This isolation
presented a safety concern and an autonomy concern, thus creating a stressful environment. This
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is especially evident with the lack of communication between education staff and security staff.
A decreased level of job satisfaction and an increase of stress led to low morale (Gersten,
Keating, Yovanoff, & Harniss, 2001), creating poor morale associated with not having a voice or
clear job expectations for themselves and others” (Houchins, Puckett-Patterson, Crosby,
Shippen, & Jolivette, 2009, p. 161).
Nationally, data show that employment and education are the two risk factors that can
prevent juvenile delinquency (Geib, Chapman, D’Amaddio, & Grigorenko, 2011), thus
incarceration. The push to improve academic standards at the national level loses momentum
when juvenile justice education surfaces in the debate over school performance. Incarcerated
juvenile students become the recipient of a far inferior education. There needs to be a change in
the incarcerated students’ learning environment to help change the cycle of incarceration and the
problems that put the youth at risk for failure (Houchins, et al., 2009).
Juvenile justice education gives the students a loose definition of education and expects
them to survive in a cruel, oppressive society upon release. To carry this further, administrators,
political and legislative, feel that society should not have to pay for the education of inmates
(Petersilia, 2003) although the above research shows the reduction of recidivism when an inmate
obtains education while incarcerated (Hall, 2015).
Consequently, CRTe “addresses the unique needs of culturally and linguistically diverse
(CLD) students…because many teachers are inadequately prepared” (Aceves & Orosco, 2014, p.
7). The importance of CRTe and its practice continues to grow, especially in today’s economic
and political environment. Teacher education needs to show teachers the valuable impact
students’ knowledge can bring into the classroom; it makes connections by unveiling the practice
of strategic collaboration and interaction (Aceves & Orosco, 2014, p. 7). It helps teachers
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identify how and why students may have failed in their academic experience and stops the
pattern meritocracy that reproduces inequities in education (Ladson-Billings, 1995). CRTe and
its importance in juvenile justice education can explicate its value for the teacher and student by
affirming the adverse cultural experience of the incarcerated student.
Funds of Knowledge
Funds of Knowledge depends on understanding the life and culture of the student and
bringing what the teacher has learned about his or her students to the classroom (Moll, Amanti,
Neff, and Gonzalez, 1992). In other words, the teacher must be able to identify with the culture
of the student. Identifying with the student and his or her culture and identity is imperative for
the teacher. Making the connection with incarcerated juveniles presents a much greater
challenge. That than drawing the connection, accepting the challenge begins with voice. For too
long, the education system has been the voice of the minority student (Adler, 2013). These
students have experienced an educational career without a voice or the recognition that they even
have a voice. Lack of voice goes deeper for the incarcerated juvenile; they are the “other” of the
“others.” Asher (2003) identifies that multicultural education is comprised of various “others”;
cultures that have developed a niche within the marginalization of race and ethnicity. Further,
juvenile justice education students are at the very edges of the margins. It is only by giving these
“others” voice that the students can experience consciousness and conscience learning.
“Conscientization” (Freire, 1970) within juvenile justice education allows for the incarcerated
juveniles to heal and narrate their “histories of pain, loss, and suffering” (Asher, 2003, pg. 239),
and by this understanding the juvenile justice teacher can teach more effectively.
The use of the Funds of Knowledge approach contributes to the understanding of the
incarcerated juvenile’s academic experience because it reveals the necessity for teachers,
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administrators, and researchers to understand the incarcerated student in order to provide the best
education. Funds of Knowledge gives a unique perspective of a more empathetic and direct
approach to teaching the incarcerated student. Funds of Knowledge explores how ordinary
people live and their everyday activities, giving a richness of stories that remind us of our human
condition (Gonzalez, Moll, &Amanti, 2005). But incarcerated youth are not “ordinary”; nor are
they abnormal. Their experiences are different. They have experienced cumulative traumatic
experiences and loss that affects their emotional response (Brave Heart, Chase, Elkins, &
Altschul, 2011) because they have been broken down mentally (Hogg, 2013). The incarcerated
student takes this concept and twists it into an entirely new viewpoint. This offers the
opportunity for a more exciting, experimental approach to minority education, where the teacher
can connect with students and focus on their strengths (Hogg, 2013). He or she lives an
extraordinary life, with a different everyday practice that flaws their social construction and can
be seen as the foundation for problems with the student (Gonzalez, 1995). In some ways, these
juveniles are trying to “find” themselves in a six-by-eight box, yet their minds have infinite
parameters. The issue of incarceration brings up the dilemma for Funds of Knowledge, for Funds
of Knowledge’s basic principles are to understand the home environment and bring that
knowledge to influence curriculum and pedagogy.
The realistic nature of the incarcerated youth’s life remains constant among every
student. They have been removed from civic life, their families, their community; and they are
continually being reinforced with the branding of inferiority and criminality (Vaught, 2012). It is
not surprising that the effects of the interactions with probation, court, and police become a
manifestation of their school experience (Irizarry & Raible, 2014). But it is this unique
experience that must be brought to the forefront. Knowing this unique daily life can strengthen a
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teacher’s pedagogy even though the incarcerated student tends to become subjugated and lose
the ability to comprehend the democratic process (Irizarry & Raible, 2014; Gonzalez and Moll,
2002).
Understanding their stories and experiences can open doors to new pedagogies and new
methodologies that expose the emerging, changing psyche of the marginalized student. The
belief that the incarcerated student deserves a better education and can function at or above the
level of the comprehensive high school student gives reason for necessitating better incarceration
education facilities that go beyond secondary education (Gonzalez, 1995). It can give us a
different range of methodological alternatives that can expose the array of cultural and
intellectual resources available to students and teachers (Gonzalez et al., 2005). Although it can
revolutionize the current hegemonic practice of giving little value to the incarcerated student that
gets in the way of education’s social direction, documenting the experiences of the incarcerated
student can prove their knowledge and ability to perform academically. This can introduce new
pedagogical practices (Hogg, 2013; Gonzalez & Moll, 2002).
Although we are relatively new to the idea of culture and its influence on juvenile justice
education, the startling realization that educators fall further down the historical timeline of ideas
puts juvenile justice education at a disadvantage, especially with the subconscious racism that
permeates in the education culture. But when teachers choose an effective methodology that
enables the students, it helps heal the wounds of racism and allows the student to grow as an
academic (Asher, 2003). The educational system is a system that is controlled by Caucasians,
and they maintain their dominance by providing an inferior education and continuing the
marginalization of children of color (Vaught, 2012). The nature of juvenile justice education can
change if education changes the perception to one that classrooms should be reflective of
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community patterns and practices (Gonzalez, 1995). Regarding the incarcerated culture as a lived
experienced (Hogg, 2013) strengthens the collaboration and builds an understanding between the
student and the teacher (Gonzalez & Moll, 2002). The incarcerated student experiences a
different culture, community, and practices. The incarcerated student experiences a different life
entirely. Considering that collaboration exists, it will mend the gap of education discontinuity
within juvenile justice education (Gonzalez, 1995).
So, if education recognizes that incarcerated youth’s competence intellectually and their
life experiences complements the knowledge (Gonzalez & Moll, 2002), the rich life of the
incarcerated youth can be used to propel that student into a new, unventured path of learning.
Rather than seeking to reproduce ineffective traditional classroom practices, educators and
researchers will begin to understand and respect the Funds of Knowledge of the incarcerated
juvenile. Gonzalez and Moll (2002) claim that students “make sense of their everyday lives,” and
this is most true with incarcerated students. One thing is certain: “the underlying assumption that
the educational process can be greatly enhanced when teachers learn about the everyday lived
contexts of their students” (Gonzalez & Moll, 2002, pg. 625) stands truer in the context of postsecondary juvenile justice education. Teacher-researcher’s fieldwork with the incarcerated
facilities can give them a perspective and appreciation to understand the knowledge the students
possess (Gonzalez, 1995). Teachers learn about the life of the incarcerated juvenile student and
use that knowledge in the classroom.
It is not a stretch to claim the culture of the institution does not differ greatly from the
culture of the ghetto. Unless this connection is realized teachers will constantly be confused
about “what to teach, how to teach, how to engage our students, and how to function as
intellectuals” (Giroux, 1992, p. 91). People from the neighborhood “are all about place” (Meyer,
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2013, p. 219). Researchers and teachers need to understand priorities as these relate to ghetto
culture. The urbanized student who is attending school has a different set of priorities that ghetto
life sets for him or her. Researchers and instructors need to empathize, at the very least, with the
items that hold precedence over academia; they need to see the priorities and the effects of the
neighborhood as those influences create disadvantages (Abrams & Terry, 2014). Researchers and
educators need to have an understanding of Funds of Knowledge in order to understand and help
the victimized—I use this word deliberately because the poverty-stricken student is a victim. I
find it hard to accept the opinion of a researcher who has not experienced “persistent poverty”
where people remain poor, and the poverty is hereditary (Jargowsky & Bane, 1990). Certain
elements of poverty can be relayed in a textbook, but the stresses of ghetto-life cannot be
relayed. For example, a ghetto child may experience the electricity turned off in the wintertime
because it was more important to have the gas on in order for the heat to stay active, or the gas
turned off in the summer because it was more important for the air conditioner to work in the
summer. These are active choices those of us who have grown up in the ghetto or are living in
the ghetto have to make. Funds of Knowledge makes this connection for the teacher and student
in order for the academic experience to be utilized.
The student of persistent poverty is constantly faced with difficult, adult decisions: bills,
food, shelter, etc. Modern western culture does not understand that there is a reality to these
choices. It is a common historical trauma that spans the lives of the ghetto children (Brave Heart,
et al., 2011) and filters into the juvenile incarceration facilities. Choices about paying the rent or
feeding the family are not choices at all. They are realistic priorities. These students do not have
the choice of making academics a priority; that decision has been made by being a povertystricken student. Teacher-researchers can connect the ghetto culture into academics where
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students enter the classroom already prepared with background knowledge (Gonzalez, 1995).
Researchers who have not had the experience of being told—as a five-year-old—that all his or
her possessions must fit in the milk crate because there is no room in the car for anything else—
the same car that will act as a home for the next couple of years—cannot understand the level of
priority for the poverty-stricken student. This realization contributes to the students’ perspective
(Bernal, 1998). If one has not experienced it, one finds it difficult to understand the perspective
or relay the experience through a study by using descriptors and analysis, connecting and
extending the forces that connect the student and teacher (Meyer, 2013). These examples are
relevant with the incarcerated juvenile student, for data show that most juveniles who are
incarcerated grew up in poverty. Thus, Funds of Knowledge is necessary for the juvenile justice
teacher.
It is imperative to understand the differences between the levels of poverty that have led
ghetto children to incarceration (Abrams & Terry, 2014). Being poor is not a generality.
Understanding the levels of poverty can help how a researcher or teacher can improve the
academic experience of the incarcerated juvenile. The distinction between “Persistent Poverty,”
“Neighborhood Poverty,” and “Underclass Poverty” (Jargowsky & Bane, 1990) must live in the
psyche of the researcher in order for an understanding and depth of knowledge to exist. The
parallels between knowing a particular culture and knowing a socioeconomic culture slightly
differ; a distinction that needs attention and borders on Critical Race Theory (to be discussed
below). A connection lies at the definition of indigenous: “produced, growing, living, or
occurring naturally in a particular region or environment” (Merriam Webster, n.d.). Living in
poverty and becoming a part of the ghetto’s or barrio’s indigenous-or culturally different way of
life-runs similar in any impoverished community. At one point, poverty becomes indigenous.
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Those who have grown up in the ghetto recognize and acknowledge the similarities of
ghetto life with the life led by those of us who have lived the indigenous, ghetto life. Statistics
show little difference between growing up in the ghetto and growing up on the reservation. Smith
(1999) understands this perspective and expresses the offensive nature of erroneously trying to
understand indigenous-ness when she writes:
It galls us that Western researchers and intellectuals can assume to know all that it
is possible to know of us, on the basis of their brief encounters with some of us. It
appalls us that the West can desire, extract and claim ownership of our ways of
knowing, our imagery, the things we create and produce, and then simultaneously
reject the people who created and developed those ideas and seek to deny them
further opportunities to be creators of their own culture and own nations. (p. 55)
The same sentiment permeates from the reservation to the ghetto.
There is an existing skepticism of outsiders from the insider perspective; it continues to
exist with the incarcerated population. It is an ideology of the innate connection that exists
among the incarcerated population. It is an urbanized “indigenous” ideology. In the case of
correctional education, the perception of the researcher’s intentionality for the indigenous urban
incarcerated student comes into question when the educator is not from the barrio. Certain
knowledge is innate. Knowing that every day over two million juveniles are incarcerated
(Irizarry & Raible, 2014), but this is not astonishing to ghetto youth. This can cause exhausting,
unfamiliar fieldwork (Cousik, 2015). It is heightened when the educator refuses to accept the
tribulations of the incarcerated juvenile. Teacher-researchers realize the multiple levels of
racialized oppression in academia (Irizarry & Raible, 2014).
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Critical Pedagogy
Critical pedagogy identifies the convergence of theory and education and/or educational
practices (Kincheloe and Steinburg, 1997), so applying critical pedagogy to the unequal and
unfair pedagogy directed at incarcerated juveniles seems to be especially relevant. Paulo Freire’s
importance in critical pedagogy and a broader approach to his pedagogy shows his critical
constructivist epistemology fits in the juvenile justice education perspective. It does not take long
into reading his seminal book, Pedagogy of the Oppressed, to recognize that his work relates to
the juvenile justice educational experience. When Freire (1970) writes:
While the problem of humanization has always, from an axiological point of
view, been humankind’s central problem, it now takes on the character of an
inescapable concern. Concern for humanization leads at once to the recognition of
dehumanization, not only as an ontological possibility but as a historical reality.
And as an individual perceives the extent of dehumanization, he or she may ask if
humanization is viable possibility. (p. 43)
Although he did not intentionally write this paragraph about incarcerated juveniles, it is not a far
stretch drawing the connection between his contextual intention and juvenile justice education.
The “dehumanization” of the incarcerated juvenile and perception of these incarcerated peoples
leads one to question whether the educational system treats our students who are behind bars
with any sort of humanization. The tradition of an inferior education supports Freire’s
identification of the incarcerated juvenile’s dehumanization as a “reality.” Lastly, the answer to
his hypothetical thought of whether “humanization is a viable possibility” is a resounding
affirmative.
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Freire’s perspective on inequality and injustice has worsened (Darder, 2015), especially
in juvenile justice education. For years, I have been advocating for changing the current
education model for alternative education by changing the pedagogy. In a way, I have accepted
McLaren’s challenge urging “to connect these theoretical perspectives…to your own experiences
in the schools…to mediate among the theory presented…your own personal history that, if it is
not already rich in teaching experiences, is most certainly rich in the experiences of being a
student” (2015, p. 119). I felt education’s model did not work for the correctional education
student; the current model of asking the student to regurgitate “learned” material skewed the
cognitive prioritizing of the incarcerated student. It does not prepare them to participate in
society and all aspects of life (Darder, 2015). So, I reflected on my experiences as a student of
color growing up and attending low socioeconomic schools, and I reflected on my experiences as
a “successful” teacher in correctional education to identify the dehumanization of incarcerated
juveniles. More importantly, I did something about it; in a way, I answered McLaren’s challenge.
Although I did not know it was a form of critical constructivism at the time, I thought it was
interesting that Freire’s philosophy was my philosophy; similarly, I did not know it at the time,
but the challenge was accepted.
Education needs to change its approach, especially with the incarcerated juvenile.
Interestingly, John Dewey wrote about the most effective approach to education in over a
hundred years ago and was echoed by Freire almost seventy years later. He comments that
students become a “container” to be filled which contradicts learning; he accuses education as
perpetuating a lack of learning (Freire, 1970). Traditional education does not benefit the
incarcerated student. The privatization of incarceration facilities has trickled into juvenile justice
education, giving another example to Darder’s (2015) observation on the intention of neoliberals.
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In fact, it stymies learning to the point that the student learns to never learn. It has heightened the
oppression (Darder, 2015) of the incarcerated youth. Freire argues that the teacher needs to allow
the student to be an active participant in the educational experience through narrative to reveal
the dominant structure and decolonization (Darder, 2015). There needs to be a dialogue between
the teacher and student. Each person learns from each other. The incarcerated student
understands that the education experience becomes a process of humanization and a practice of
freedom (Freire, 1970).
Critical Pedagogy and Juvenile Justice Education
Education should challenge cultural recidivism. It should encourage critical thinking,
self-reflection, and questioning by people of color living in the lower socioeconomic strata,
because challenging the cultural and social norms allows for children of color living in the lower
socioeconomic strata to challenge how society perceives them. Currently, education reinforces a
specific type of education and rewards a working-class education (Anyon, 1980). Sadly,
maintaining the undergird of capitalism and working-class labor reproduction has not changed.
There is an unconscious reinforcement to an unequal rights education, a backlash still percolating
from the civil rights movement (McLaren, 2015) and throughout American history. This is a
microcosm of the global divide between capitalism and proletarianism; Marx’s economic
determinism explains the reinforcement of class perpetuating social reproduction and continuing
the class and economic divide that exists in America and is passed generationally among people
of color and poverty (McLaren, 1989; Bourdieu & Passeron, 1990).
This unbalanced world depends on the lack of stability. Incarcerated students need to
understand the educational experience as it relates to them and social structures. Incarcerated
students need to question. Questions are integral to critical thinking and pedagogy. It demystifies

64

the colonization of schools and allows the juvenile justice student to recognize ableism and
racism (Darder, 2015; Annamma, Morrison, & Jackson, 2014). Our students have learned that
questioning equates with negative behavior and punitive actions incur; “individuals who enter
correctional facilities have an extensive history of academic failure” (Risler& O’Rourke, 2009,
p. 225). But questioning cultural norms, the foundation of critical pedagogy, gives juvenile
justice students the ability to rethink their place in society; thus, recognizing their place and the
relationship between them, society, and the differing cultures that influence criminal behavior
(Barton, Corteen, Davies, & Hobson, 2010).
Colonized education facilities have purposely pushed out students of color who do not
follow the restrictive academic structure i.e., question the system (Baltonado, Harris, &
Rutherford, 2005). Students find that questioning shapes thinking and actions most significantly
because each person views the world through a different lens. Questioning their place and role in
a colonized education allows the student to re-identify their “self” through critical consciousness,
beginning a process of transformation that requires them to question their role in society
(Cammarota, 2011). It allows them to recognize critically questioning as a positive action, thus
improving education and learning. Racial disparities create a disproportional outcome in the
School-to-Prison Pipeline (STPP) that can be connected to achievement gaps guised as
disciplinary gaps (Annamma, et al., 2014).
Critical pedagogy seeks to understand cultures; more importantly, it looks to reveal
hegemony and expose oppressive forces (Crotty, 1998) giving a counter-narrative that gives
unique insight about minorities (Schwartz, 2015). The experiences of incarcerated youth lend
itself to the critical lens. It reveals how the education system has been controlled by the dominant
White and insured the success of White students by purposefully sending negative, self-
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demeaning messages to people of color (Vaught, 2013). The adversity of violence and poverty
that children of color experience just by being a minority contribute to the education gap and
subjects them to a disproportionate amount of discipline (Gregory, Skiba, &Noguera, 2010).
School reflects society’s perpetuation of minority hating. The unconscious and conscious
oppression of minority cultures need to be exposed, so we can continue to move forward to
change social beliefs. The change begins with the young people of color understanding their
culture positively:
Once a person realizes his or her efficacy and ability to transform his or her own
and others’ experiences for the better, he or she grows intellectually and acquires
the confidence to handle a variety of challenges, including higher education,
community activism, and organizational leadership (Cammarota, 2011, p. 829).
Children of color are perceived as inferior, and this perception becomes an exercise of racism in
education (Vaught, 2013). Higher education, then, become the conduit to social change for our
undereducated incarcerated juveniles.
Higher education gives another prime example of the skewed message being sent to the
lower socioeconomic class. Education has a preconceived idea that it must remain in the confines
of repression and reflects societal norms (Giroux & Giroux, 2006). There has been a shift in
education over the last twenty years that forces college attendance, but this affects the
incarcerated juvenile dramatically because college is not an option for them. Yet political and
social dogma proposes and encourages attending college at all costs, but the cost of attending
higher education for the lower socioeconomic class preserves their lower socioeconomic status.
It forces the incarcerated youth to suffer through the strain of capitalism’s tight grasp and
influence to maintain the guises of culture (McLaren, 2015). The strangling necessity of loans in
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order to obtain post-secondary degrees has brainwashed an ideology of American society. The
accumulation huge college debt and pressure of attending a university with no prospects of
employment disenfranchises the lower SES student (Darder, 2015). It perpetuates the class
driven nature of our society by requiring a college degree and requiring massive amounts of debt
in order to achieve it. It guarantees that the low socioeconomic students will never get out of debt
and remain poor. This belief affects the incarcerated youth more because they are forced to check
the box of conviction; society needs to expose the underlying purpose of forced marginalization
(McLaren, 2015) through intentional questions on employment and housing applications. It is a
tragedy that students “looking to better their welfare” do the exact opposite.
Sadly, a parallel within alternative and correctional education and socioeconomic
suppression exists to become a barrier to higher education. Crotty (1998) refers to Freire to make
the connection of the “brute factuality” of humanity with the racial disparity of education. Once
students enter juvenile court schools, their chances for academic and economic success decrease
immensely because schools’ function does not allow released or formerly incarcerated students
to return mid-semester (Goldkind, 2011). This obstacle forces the released student who has been
let out mid-semester to lose credits he or she may have earned. More so, the students must jump
into the workforce and postpone school because of the unsmooth transition. McLaren (1998)
touched on this when he stated that living in poverty is part of our global economy, so actions
like the above are necessary. Taken further, living in poverty is necessary for our global
economy. The necessity of our economy to maintain the steep divide between the rich and poor
classes is becoming more transparent. Without an education, the prospects of financial and social
success are dreary (Goldkind, 2011). This connection between education and critical pedagogy
shows that juvenile justice education students stand little to no chance of upward mobility.
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There is a very close oppressive link between poverty, race, and juvenile justice
education. A young man of color, who lives in poverty, stands a greater chance of standing at the
intersection of violence, poverty, crime, and incarceration (Abrams & Terry, 2014). A specific
connection exists with correctional education and people of color. Young men with a history of
incarceration are unlikely to stop their criminal behavior as adults (Abrams & Terry, 2014).
Correctional education mirrors the adult correctional system demographically with “ethnic and
racial minorities representing over 67 percent of the population of youths in juvenile detention
facilities” (Goldkind, 2011, p. 230). Juvenile correction is supposed to attempt to rehabilitate
through education, but education’s ambiguous and questionable nature maintains the link
between incarceration and education.
The academic experience reinforces the social experience of students of color on the
STPP. It reinforces identity development; negative experiences preclude more negative
experiences and vice versa (McLaren, 1989). Further, schools become prisons. The role of
prisons is to control the deviant behaviors of criminals and change the behavior through,
arguably abusive, techniques (Foucault, 1977). Anyon (1980) supports the parallels between the
roles of prisons and schools when she examines the “working-class” schools. As a result, a
connection is made between institutions, for juvenile justice facilities do not differ from adult
facilities in its abusive treatment (Friedman, 2003). The progression, then, is organic from the
working-class schools to the juvenile detention facilities to the adult prison.
Critical Race Theory and Juvenile Justice
Racism and “White supremacy” explain the importance of critical pedagogy’s role in
order to fight against the ignorance (Chomsky, 1988) against incarcerated juveniles. This holds
especially true with the perception of criminality. McLaren’s (2003) definition of critical
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pedagogy as the “politics of understanding and action, an act of knowing that attempts to situate
everyday life in a larger geo-political context, with the goal of fostering regional collective selfresponsibility” (pg. 7) stands most appropriate today, even extending to the elements of Critical
Race Theory (CRT). Society has fallen into a vacuum where big business pulls the strings, and
lower socioeconomic students are the puppets in Geppetto’s play. This charade has flowed into
education. The direction of education is obscure at best, especially in the area of social justice.
The more the idea of social justice gets introduced, the less clear and meaningful what education
actually means by social justice (Hytten and Bettez, 2011). Education’s fragmentation of
ethnicity and ethnic studies, in addition to its attempt at creating a reverse racism dogma, clouds
the purpose of a social justice education and perpetuates the school to prison pipeline. This
section explores the how the purposeful jettison of people of color into the STPP reflects the
intentional oppression of people of color and people from the lower SES.
The white supremacy displayed in the American culture reveals itself by analyzing the
number of non-white minors being pipelined into prison. Ledesma and Calderon (2015) identify
scholars using CRT as a tool, epistemological and methodological, to examine the experiences of
underrepresented cultures, highlighting the existence of racism. Data from a county department
of education (2016) show that 91% of the suspended students were Hispanic (248/272).
Unequivocal data show the propensity of an underlying racist culture in education that leads to
incarceration, “illuminating that we cannot truly assess, respond, and promote educational
research and praxis devoid of the deep and entrenched nature of [w]hite supremacy” (Ledesma
and Calderon, 2015, pg. 208).
The manifestation of criminalization of people of color is evident in the arrests and
incarcerations of juveniles and adults in the United States. As with adults, the overrepresentation
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of minorities incarcerated shows the disparity among the races; minorities are overwhelmingly
accused and convicted of committing a crime. According to the California Sentencing Institute
(2016), the felony arrest rate for juveniles is 503 per 100,000 in this county and 681 per 100,000
in California. If 80% of this number is African American and Latin@, this is a clear indication of
the racial disparity and the purposeful criminalization of African Americans and Latin@. This
places California as the leading incarcerator of minority juveniles in the world. Consequently, it
is imperative to understand how Critical Race Theory plays in the importance culture holds in
our social structure.
Education has perpetuated whiteness and constant oppression of minority cultures. “bell
hooks, in describing black representations of whiteness…the attention here is on the people
whose bodies, territories, beliefs and values have been travelled through” (hooks as cited in
Smith, 1999). The quote by hooks gives an astute observation regarding the infusion of
“majority” culture into the territory of the “minority” cultures as “acts of terrorism.” The
European takeover of North America was an act of terrorism and reminds schoolchildren every
day of the genocide by making them pledge allegiance to the people that executed their
ancestors. It is a hypocritical, unclear practicality of how social justice bleeds into the
educational arena. Incarcerated juveniles feel it more. They must celebrate the system that
purposefully locks them up and continues the brutal genocidal act on the indigenous peoples of
the Americas. (Side note: American indigenous includes the Caribbean Islands and stems from
the tip of Alaska to the tip of Chile). This is truer now than it was when hooks wrote her
observation, but the context is different. The context that makes this true is the nature of these
terrorist acts; in our case, it is the consistent evolutionary methodology of education to purposely
change in order to maintain the Anglican education system that was built during colonialism and
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decolonization. In other words, current Anglican education’s purpose is to maintain the
genocidal purpose of its ancestors, satirizing indigenous cultures with a food fair while making
indigenous descendants celebrate their forefather’s and foremother’s demise by making a
mission out of sugar cubes. It is a crossroads of civil rights and American confusion (Schwartz,
2015). The overall effect is the loss of voice of the indigenous student vis-à-vis the violation of
their indigenous identity.
The parallel between juvenile and adult incarceration justifies a critical race inquiry into
juvenile arrests. The viscous maelstrom of minority juvenile arrests frequently begins in public,
comprehensive schools, criminalization of the minority juvenile is initiated. But it does not need
to be; most minority students who receive harsh disciplines because they pose little risk to their
school and community (Mallett, 2016). The most obvious offender of juvenile discrimination has
been the zero tolerance policies in public schools. A greater number of minority students,
particular African American and Latino students, experience suspension and expulsion as a result
of zero tolerance (Thompson, 2016). The institutional use of identifying and criminalizing
minority youth blatantly screams racism, for institutions symptomatically use shared societal
beliefs, practices, and structures (Vaught, 2012) and draw on these views to collectively and
purposely project minority children on the school to prison pipeline.
Latin@ Critical Race Theory
Critical Race Theory goes deeper, or extends one of its branches, to explore issues that go
beyond the black-white paradigm. This section shows how Latin@ Critical Race Theory
(LatCrit) expands on the ideas of CRT to include the Latin@ population that has an equal
importance and influence on society, as well has suffered segregation and holocaust-like
treatment that goes beyond any recorded treatment of peoples. For years, and justifiably, CRT
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issues were associated with the oppressor-oppressed relationship between the African American
population and the Eurocentric dominance of American society. But the techniques of exclusion
and dominance in America extended to all non-White people.
Indigenous Americans and Latin@ people are truly one people, only separated by the
erroneous belief handed down within American lore:
Figure 1.2

This study focuses on addressing LatCrit to refer to people of color identifying as Latino or
Latina because they are the dominant race in the juvenile hall that was the setting for the
university-juvenile partnership. So, to incarcerate my Latin@ brothers and sisters is to
incarcerate me and my indigenous brothers and sisters, motivating me to educate rather than
incarcerate. Incarcerating my Latin@ brothers and sisters continues the cycle of slavery that
became the very cornerstone to this country’s political and economic structure.
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America has worked diligently to sustain the racial hierarchy in the United States. In
order to do this, it has made a concerted effort to maintain overt and covert racism through its
laws and mores. Race goes beyond skin color; race extends to the actions of a person or society,
race has justifying the oppressor-oppressed relationship (Bridges, 2019). For example, Latinos
and Latinas are hard workers who willingly are employed for labor intensive jobs, jobs that a
multitude of Americans don’t want. Additionally, Latin@s uphold strong Christian values
centered on family and education (Lynn & Dixson, 2013). Contrarily, American belief about our
Latin@ brothers and sisters is the opposite, and this incorrect perception continues to be
perpetuated by society and politicians. Even our current president has referenced our Latin@
brothers and sisters as criminals, lazy, and un-American (Lynn & Dixson, 2013). Because racism
exists and is supported within our social construct, LatCrit can be identified and critiqued in its
influence within sections of society and our population.
Ultimately, racism against Latin@s exists based on creating and maintaining the
differences between the two cultures, differences such as language and citizenship. These
differences in culture suggest that Latin@s value ethnicity over race (Bridges, 2019). Also,
putting these characteristics in a critical lens shows how Latin@s are perceived in the United
States (Lynn & Dixson, 2013), making the prejudicial actions against them justifiable and
rationalized. As we look at these differences and its influence on youth, we can begin to address
the effects of society’s perceptions of Latin@ youth.
Latin@ Critical Race Theory and Juvenile Incarceration
Latin@ youth are at a bigger disadvantage because they are subject to multiple forms of
racism. Solórzano (1998) lists five elements to CRT and LatCrit:
1. The centrality and intersectionality of race and racism
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2. The challenge to dominant ideology
3. The commitment to social justice
4. The centrality of experiential knowledge
5. The interdisciplinary perspective
These five tenets are especially harmful to Latin@ juveniles because most experience the
oppression by being on the receiving end of the social constructs that perpetuate the harmful
effects of society’s beliefs; yet they do not have the ability to challenge the oppression without
severe negative consequences. In addition, Latin@ youth, who live at the lower end of the
socioeconomic ladder, are especially vulnerable to the consequences of any resemblance of
challenging oppression. A quick breakdown of Solórzano’s tenets as they relate to Latin@ youth
and incarceration gives an example:
1. The centrality and intersectionality of race and racism: Media consistently
gives subconscious meanings to identity. Overwhelmingly, Latinos are
portrayed as the gardener, the mechanic, or the gang member. Even when the
media attempts to give a Latino a role like a politician, the result ends up
showing the character as being corrupt. Similarly, Latina characters
commonly portray the maid, nanny, or submissive housewife. Latin@ youth
are bombarded with these characteristics that itinerate into the psyche of the
juvenile. The overall effect drives Latin@ youth into criminal behavior.
2. The challenge to dominant ideology: This ideal is frequently the beginning of
the end to Latin@s. The challenge to dominant ideology is frequently met
with suspensions, expulsions, or incarceration; thus, it begins the slippery
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slope and long-term relationship with criminal justice, commonly known as
the School to Prison Pipeline (STPP).
3. The commitment to social justice: Because the youth have not had enough
education or experience, they have been expected to act according to Western
beliefs. Bringing up the ideology of social justice is completely foreign to
Latin@ youth due to the negative experiences challenging the dominant
ideology. As a result, there is no commitment.
4. The centrality of experiential knowledge: Once again, experiential knowledge
is predicated on experience. Latin@ youth do not have the experience to act
upon the social injustices, and they fall into the vicious circle of
accommodating white beliefs.
5. The interdisciplinary perspective: This is where education fails our youth.
Perspective and experience parallel each other. Latin@ youth need to
educational experience and the recognition of the great Latin@s that have
changed and challenged society; in addition, they need experience with
educators and professionals at the grassroots level.
In other words, we have to go to the youth because they are not leaving the neighborhood.
Contrary to common belief, the neighborhood is the safest place for them. The easiest way to get
to the youth to introduce them to CRT and LatCrit is through schools.
Latin@ Critical Race Theory, Education, and the School to Prison Pipeline
Education should be the avenue that gives Latin@ students an exit to the oppression they
confront; education should be the avenue that our students choose to experience the freedom that
it can give, especially to incarcerated juveniles. Sadly, this is not the case. For example, last
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summer I got the biggest shock. I thought I was beginning a unit on Critical Race Theory and
oppression. I introduced the lesson with the question: “Who/what is the biggest oppressor?” I
asked them to write their answer on a piece a paper, and I would do a tally; this way there would
not be any influence from other class members. I was expecting answers like “The Man” or
“Police” from my students. Every student had the same answer: “School.” To my surprise, their
answers showed me that I was wrong. It led me think about why every student had the same
answer. What happened in school that led them to this conclusion? After serious reflection, the
answer was obvious.
First, education sends messages to our Latin@ students. Education constantly “sends
implicit messages about race…that informs what they think it means to me a member of a
particular racial group” (Noguera, 2008, p. 13). Even though our students may not be
“educated,” they are well aware of the messages being sent. Bernal (2002) explains that these
subtle, and not so subtle, messages shape the “belief system and practices of educators and the
school curriculum while continuing to adversely influence the educational experiences of
Chicanas/Chicanos” (p. 111). In other words, our students are constantly being bombarded with
the messages that they are inferior.
It should come as little surprise that Latin@ youth fulfill the educational prophecy set out
for them. When Noguera (2008) talks about his visit to an elementary school in Oakland. In this
example, the assistant principal has a preconceived idea about the 8-year-old sitting outside his
office: “Do you see that boy? There’s a prison cell in San Quentin waiting for him” (p. 111).
This is not the only example. Gray (2016) explains how adult practices direct Latin@s to the
juvenile justice system: her participant labeled a gang member at 14 years-old and had a felony
conviction for assault due to an altercation on school grounds. The school filed and pressed
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charges against Galvan, thus, ending his academic career. Discrimination of disciplinary
practices against people of color has a long history, and there is not end in sight. My shock
should have been a realization. The realization being that students of color have a good concept
of oppression and recognition of the STPP vis-à-vis experience. The shock should have been my
realization that I did not recognize it earlier.
The STPP needs addressing. It does not need explanation in order to understand it better;
it needs explanation in order to stop it quicker. According to the B.Y.U. Education and Law
Journal (2016), the STTP is a practice that pushes students of color and low socioeconomic
status into the criminal justice system by passive-aggressively forcing them out of school on the
inter-institutional, intra-institutional, and interpersonal levels. Latin@ youth shares a disturbing
connection by being the fastest growing population in the country and in the prison system (Lynn
& Dixson, 2013). The former influencing the latter and vice versa. The purposeful ostracizing of
students of color exemplifies the STTP, for Latin@s experience high levels of discrimination.
Rubin (2014) cites that Latin@s are “twice as likely” to experience more restraining education;
i.e., “segregated, high-poverty, overcrowded, and underfunded schools” (p. 224). Latin@ youth
ending up in the prison system is not an accident (Hayes, Montes, & Schroeder, 2013); it is done
purposefully and intentionally. Throughout history, Latin@ culture experiences alienation in the
education system (Acosta, 2007); a system that creates feelings of oppression.
The education system operates on this contradiction, “wherein schools most often oppress
and marginalize while they maintain the potential to emancipate and empower” (Yosso, 20005,
p. 74). Examinations of CRT, LatCrit, and education uncover the subordinating dogma of the
Eurocentric educational system that continues to marginalize Latin@s in order to feed the
criminal justice system. By aligning with the “dominant narratives of Whiteness” exacerbates the
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alienation of students of color and suppresses the colorful (Stein, Wright, Gil, Miness, &Ginanto,
2018, p. 106), educational perspectives students of color can add to the educational process. In
doing so, education creates a contradictory relationship with the Latin@ student; the Latin@
student begins to hate school because school threatens identity (Malagon, 2010). In other words,
schools reinforce the “minority” perception of the student, thereby, creating a large Latin@
population in “alternative schools”; consequently, creating a large Latin@ population in
correctional schools (Malagon, 2010). Schools discourage “academic outcomes for Latino/a
youth and their disproportionately low rates of participation in higher education are the result of
depressed aspirations” (Irizarry, 2012, p. 293); thus, creating higher rates of participation in the
criminal justice system.
Latin@ Critical Race Theory and My Study
LatCrit plays an important role in my study. The nature of the educational power
structures and its manifestation through blatant racist actions by schools and school districts.
LatCrit is the way I will approach my research. Also, it is the way I will interact with my
participants as I attempt to seek their narratives about their educational experiences. The nature
of LatCrit insists on creating a safe space for my participants, while respecting their identity and
narratives.
McLaren (2015) notes that a movement is necessary to “challenge the incarceration
state”; the best to challenge this identification and association with incarceration is to attempt to
break the vicious cycle of incarceration by providing a positive educational experience to Latin@
youth who have had negative educational experiences. It puts into context Freire’s praxis:
Through gaining a greater critical consciousness, naming inhumane conditions
and denouncing them, problem-posing and defining possibilities through
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reflection and action and praxis, as U.S. Latinos/as we embrace the hope that
comes from standing up for what are inalienable rights as well as changing the
conditions the create inequities. (Colón-Muñiz &Lavadenz, 2016, p. 16)
As Colón-Muñiz and Lavadenz writes, it is necessary to create a critical consciousness for our
students. We must guide them through the basic tenets described by Solórzano. In other words,
we must teach them that they, and their experiences, are invaluable to the educational
experience.
As a result, we create a higher form of humanization. The students begin to understand
that school is here to educate them; it is not here to prosecute them. The days of “getting in
trouble” at school becomes a thing of the past. As idealistic and utopic as it may seem, this
concept is a reality. The pilot program at the juvenile hall in a Southern California can provide
the evidence that shows how the students can reflect on their negative experiences and learn
from them. Then, they can take those learned experiences and begin understanding positive
intellectual growth. In order to do this, meaningful dialogue needs to happen with my
participants. I will use Arts-based Research to show how through art and their artistic renderings,
we get a complete view of their experiences. The following flow chart shows the interdirectional relationship of the various theoretical frameworks:
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Figure 1.3
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Limitations and Delimitations
Several limitations exist with this study. Although I have experienced the criminal justice

system in the past and I have attended school in juvenile hall, my principle role in this project is
that I have taught for an alternative and correctional school district for the last 24 years. I am also
partly responsible for the formation of a partnership between the juvenile hall students and a
small, local private university. I was also partly responsible for the curriculum that was designed
for the program. The former gives me a personal connection and perhaps a bias with regard to
the views of the incarcerated student participants. While the latter supports my credibility as a
juvenile justice educator, it also positions me as both an insider and outsider as a researcher.
Thus, my goal is to focus on what the data reveal, which means being honest with my own
subjectivity and including it in some of the data analysis.
Another limitation is the relatively small number of participants, who both engaged in the
program and responded to this call for research; there were a total of eight participants. There
were eleven students who enrolled in the institute of higher education’s (IHE) program, and three
chose to participate in the research. All of the student-inmate participants are no longer
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incarcerated and were released from incarceration prior to IRB approval. But the students who
represented the incarcerated students were incarcerated at the time of the institute of higher
education’s (IHE) program. As members of the formerly identified vulnerable population, they
were all given the freedom to participate or not in the research, according to the guidelines of
IRB. However, being familiar with the students may have had an influence on their choice in
participating or not. The university had four student-interns who participated in the P.O.N.
program, and three of them chose to participate in the research. At the administrative level, both
administrators from the juvenile hall high school chose to participate. The administrators and
probation officers from juvenile hall were asked to participate, but all members of juvenile hall
staff declined to participate.
The delimitations that exist with this study include the less conventional approach that I
used, including ABR. The ABR included visual arts analysis, narrative analysis, and poetic
inquiry. Other delimitations include the preparation and instructions for the art data collection.
As a researcher wanting to give the participants unrestricted voice, I did not place any
restrictions on the genre of artwork to be submitted; in other words, all avenues of expression
were open to the participants (writing, drawing, painting, sculpting, photography, etc.). Also, I
wanted the focus of the curriculum to give the students a direction that asks them to reflect on
their experience in order to help them recognize how their voice is important as they engaged in
the postsecondary journey.

1.9

Research Questions and Sub-Questions
This Arts-based Qualitative Research Project explores the social and human experience

and its impact on postsecondary education for incarcerated juveniles in a southern California
suburban juvenile detention facility. Higher education is touted for individuals, but this effort of
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continuing education past high school silently echoes to our incarcerated juveniles. Education
needs to give the same energy to promoting higher education for incarcerated juveniles. Stevens
and Ward (1997) suggest that college educated inmates tend to lead law-abiding lives after
incarceration. Thus, the premise of this research assumes that an effective model of correctional
education:
1.

Functions as an agent of change for both the inmate and the system;

2.

Maintains its integrity in terms of its basic commitment to freedom of inquiry;

3.

Studies, evaluates, and responds to all variables in the individual, the system, and
society.

These understandings situate the importance of this research, as there is a notable void in the
literature with regard to incarcerated juveniles, postsecondary education, and the postsecondary
experience. This research is positioned to add significance to this topic and the limited literature
that exists about postsecondary education for incarcerated juveniles.
Questioning the status quo and exploring how both criminal justice educators (like myself),
and students inside the criminal justice system identify educational injustice is timely and of
critical importance. Using a qualitative arts-based research approach, we can use students’ voice
to identify both the deficiencies in the juvenile justice education system as well as the impact of
one intervention through a partnership between an IHE and an educational facility for
incarcerated juveniles. This creative and scholarly exploration will give the field a better
understanding of the long-term incarcerated juvenile’s educational experience and their academic
potential.
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Primary Research Question
How did participation in a local university’s postsecondary pilot program (P.O.N.) impact
perceptions about student-inmates and their engagement in higher education?
Sub-Questions
•

What are the perceptions of student-inmates regarding their participation in the
PON program?

•

What are the perceptions of “traditional” university students after they have
participated in a postsecondary program alongside incarcerated juveniles?

•

What are the perceptions of the education administration who were directly
involved in the facility?
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2

Literature Review

2.1

Introduction
Modern correctional education’s subliminal attempt to maintain criminal behavior

focuses on keeping marginal students engaged in criminal activity. Education’s efficacy within a
correctional facility has worsened with the standardization of academic programs, and juvenile
justice focuses on keeping the lower socio-economic student struggling academically by
providing a less than adequate education; more specifically, the student cannot to comprehensive
district because of restrictions to education and learning. The attempts of the education
administration to dehumanize the student parallels Freire’s (1998) explanation of humanization
and dehumanization:
But while both humanization and dehumanization are real alternatives, only the
first is the people's vocation. This vocation is constantly negated, yet it is affirmed
by that very negation. It is thwarted by injustice, exploitation, oppression, and the
violence of the oppressors; it is affirmed by the yearning of the oppressed for
freedom and justice, and by their struggle to recover their lost humanity.
The education administration oppresses the student by exiting the student from the correctional
institution further behind academically; thus, the student has no choice but to maintain criminal
behavior in order to survive. This creates a vicious circle for the student, for he or she will be
academically and socially oppressed. An examination of crucial elements within the juvenile
justice education system exemplifies the reaffirmation of the oppressed.
According to the United States Department of Education (2010), all students are entitled
to a “Free and Appropriate Education.” However, the education provided to incarcerated students
in the juvenile justice educational system needs examination in order to determine whether the
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incarcerated students are receiving an appropriate education. With an analysis of correctional
education, Foley and Gao (2002) conclude that a significant number of incarcerated youth in 35
states are not receiving an appropriate education in facilities providing educational services. This
means 70 percent of the states fail to provide a proper education. More shocking is the fact that
the remaining 30 percent of states fail to acknowledge the educational services they provide. In
fact, the analysis suggests that these students may not be receiving an education at all; the
necessity for more productive correctional education models has surfaced (Davidson, Jimenez,
Onifade, & Hankins, 2010).
One of the cornerstone principles in education is to provide a young person with a safe,
healthy place to maximize the learning process, especially since federal legislation consistently
promotes high standards; theoretically, ensuring students are provided a quality education
through its programs. Ironically, this is not the case with incarcerated juvenile students. There
needs to be a change in the incarcerated students’ learning environment to help change the cycle
of incarceration and the problems that put the youth at risk for failure (Houchins, 2001).
Incarcerated facilities are examples of some of the worst learning conditions in education; rather
than serving as a place that is conducive to true learning, they serve “as a barrier to providing a
quality education to adjudicated youth” (Houchins, Puckett-Patterson, Crosby, Shippen, &
Jolivette, 2009, p. 164).
The issues facing incarcerated students and their education are numerous, but the
literature that addresses the School to Prison Pipeline (STPP) needs to be explored first because
the students who receive the inadequate education while incarcerated begin their pathway long
before being arrested. After exploring the STPP literature, an exploration of curriculum, testing,
student concerns, and teacher concerns reveal the major issues that hinder the juvenile justice
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students’ receiving a Free and Appropriate Education. In order to adequately analyze the
university-juvenile hall partnership, the identification of current and past literature that addresses
juvenile justice needs to be reviewed. Unfortunately, minimal research addressing postsecondary
education in juvenile justice facilities exist, so, this research had to look at the existing research
that addresses secondary education in juvenile justice facilities and attempt to build a bridge
from secondary to postsecondary education in juvenile justice facilities.

2.2

School to Prison Pipeline

Section Overview
The School to Prison Pipeline (STPP) plays an important role in juvenile justice
education because it gives a background on the pathway that has led the student to incarceration.
An explanation of the significant role of the STPP widens the picture of the educational
experience of incarcerated juveniles but understanding the role the STPP plays within this
population can show how to understand and improve the educational and criminal pipeline
created by the STPP experience. This section will begin by defining the STPP in order to give a
better explanation of the significance this experience plays in the lives of the participants.
Second, this section explores some existing programs that seek to end, or disrupt, the STPP
experience. This will show where the university pilot program found a gap in the research and
how the local university acknowledges the STPP paradigm and attempts to disrupt it. Last, a
review of the literature on the personal narratives of the STPP experience shows how the
students’ voice can bring further understanding into the research.
Definition
The relationship between the STPP and zero tolerance policies are definitely connected.
The rise of zero tolerance policies in the education led to the creation of the STPP. The pathway
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to the STPP begins with zero tolerance where students are suspended or expelled for violating a
subjective code of conduct whose only purpose is to disconnect students from the learning
process (Potter, Boggs, & Dunbar, 2017). Zero tolerance policies are completely subjective that
has arisen out of an anxiety to create a safe learning environment. Actually, school districts use
these policies on discipline to force students into the criminal justice system and out of the
classroom (Elias, 2013). Heitzeg (2009) connects the growing pattern of the STPP and zero
tolerance: “the school to prison pipeline refers to this growing pattern of tracking students out of
educational institutions, primarily via ‘zero tolerance’ policies, and tracking them directly and/or
indirectly into the juvenile and adult criminal justice systems” (p. 1). It is not a surprise that the
STPP has created a cause-effect relationship between education and discipline that
disproportionately focuses on students of color (McGrew, 2016).
Race undergirds discipline practices in school settings; thereby, it undergirds the
establishment of the STPP for students of color. Huge inequities exist in our public-school
system; inequities that are characterized by the imbalance of punishment based racial and
socioeconomic lines (Wald & Losen, 2003). The U.S. Department of Education Office for Civil
Rights (2014) student discipline data release show the discrepancy:
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Table 2.1
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As the disciplinary consequences increase, the gap between the number of students of color and
white students increases. A comparison to a similar graph that gives the number of arrests and
referrals to law enforcement shows a disturbing, yet striking, similarity:
Table 2.2
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Even though students of color represent less than 40% of the student population, they represent
over 50% of all punitive actions, especially those leading to direct contact with law enforcement.
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The context of the STPP is significant because it shows that children of color stand a
greater chance to receive more punitive actions (Tyner, 2017). The cause of students of color
being unfairly directed into the STPP is the fact that schools with higher concentrations of
students of color are scrutinized with more intense surveillance; thus, an increase in school
resource officers effects on the philosophy of managing behavior and increasing the chances of
entering the STPP by five percent (Nance, 2017; Bleakley & Bleakley, 2018). The
disproportionality of these trends, masked by laws that use safety as the foundation, strike a
concerning tone (Potter, Boggs, & Dunbar, 2017; Wald & Losen, 2003). Students of color,
especially students of color with disabilities, over represent participants in the STPP, and the
students gaining experience in the STPP are getting younger every year (Elias, 2013; Heitzeg,
2009). “In summary, the literature in this area demonstrates convincingly that minority youth are
more likely than their white counterparts to receive exclusionary discipline in the school system
and to be referred and prosecuted…that directly contributes to their overrepresentation in the
justice system” (Nicholson-Crotty, Birchmeier, Valentine, 2009, p. 1007).
Disrupting the School to Prison Pipeline
If education knows the obvious STPP data; then, there must be actions in place to disrupt
the STPP. Thankfully, programs and methods of disruption are emerging to stop the cycle of
juvenile incarceration and the role education plays in the STPP. The purpose of disrupting the
STPP aims to stop the intentional imprisonment of marginal peoples, for there are “over two
million poor, mentally ill, under- or uneducated, non-gender conforming, non-citizens, and/or
non-white” (Meiners, 2011, p. 549). Reigniting the fire and encouraging the benefits of
education needs to be the first step in reducing recidivism. This is done in two ways. First,
legislation at the school and government level needs to address the concerning school to prison
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pipeline; and begin to stop resorting to engrain zero tolerance policies that are now in
education’s unconscious norms (Mallett, 2016). Second, programs designed to address the
educational needs of incarcerated juveniles need to be educationally focused. Data show the
more education a former inmate receives, the less likely they will recidivate; according to
prisoneducation.com between 70-80 percent of released prisoners recidivate; but:
•

Only 13.7% of former inmates with an associate’s degree recidivate;

•

Only 5.6% of former inmates with a bachelor’s degree recidivate; and

•

0% of former inmates with a master’s degree or higher recidivate.

Both ways to disrupt the prison pipeline attend to deeply rooted racial inequities; both will bring
the necessary people—teachers, administrators, students, and officials—to create a movement.
Three legislative issues can be passed in order to help disrupt the STPP. The first
legislative issue revolves around the Gang Abatement and Prevention Act (GAPA). GAPA
focuses on increasing law enforcement to deter gang crime and gang prevention by expanding
the definition of the term “gang” and “gang crime”, increasing the penalties for gang-related
activities, and increasing funding to local agencies to help deter and prosecute gang-related crime
(Boyd, 2009). The loosely based language of GAPA allows for schools and school districts to
determine minor instances, such as a physical altercation between two students of color, to be
defined as gang activity. Secondly, the Every Student Succeeds Act (ESSA) needs an overhaul.
This law created amendments to Title I to strengthen reentry programs, but reentry needs to
focus on
•

“requiring education planning, credit transfer, and timely re-enrollment in the
appropriate educational placements for youth transitioning between correctional
facilities and local agencies and programs”;
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•

“requiring correctional facilities receiving funds under the law to coordinate
educational services with local educational agencies upon a young person’s reentry so
as to minimize education and achievement disruption”; and

•

“supporting targeted services for youth who have come into contact with both the
child welfare and juvenile justice systems” (National Juvenile Justice Network,
2011).

The most pressing legislative issue remains the “zero tolerance” policy help by schools and
school districts. Whereas zero tolerance aims to punish infractions that can be defined as loosely
as the GAPA language, agencies such as the United States Attorney General’s office, the
American Academy of Pediatrics, and the American Psychological Association have concluded
zero tolerance as ineffective and harmful (Mallett, 2016). In addition, Mallett (2016) notes that
student codes of conduct are not responsive to the individual and are focused on punishment
versus rehabilitation.
A true disruption to the STPP relies on creating effective educational programs for the
people who fall victim to the STPP. In 1954, the United States Supreme Court noted: “it is
doubtful that any child may reasonably be expected to succeed in life if he is denied the
opportunity to an education” in its Brown v. Board of Education ruling. With this being said and
as mentioned in the previous section, incarcerated juveniles struggle with not spending enough
time in school in order become academically successful, so interagency programs can strengthen
communication and be helpful in keeping students in school (Feierman, Levick, &Mody, 2010).
Programs, or alternatives to the carceral state, create power networks and often construct
alternatives to being adjudicated (Meiners, 2011). Warren (2019) writes, “Research shows that
positive behavior intervention and supports and other alternatives…can herald a larger
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transformation of school climate” (p. 3). For example, many forms of STPP disruptions can be
created: diversion programs, restorative justice programs, enhanced alternative education
programs—including postsecondary education. The following is a list (Shippen, et al., 2012) and
brief summation of programs:
Figure 2.1

Restorative Justice: a
method of bringing together
victims and offenders to
reach a collective agreement
to correct past wrong-doings
and identify accountability.

Diversion Programs: usually
court orderd to reduce
incarceration via screening
and assessment and direct
juveniles to necessary
interventions.

Enhanced Alernative
Education: academically
centered progrmas that
attempt to reduce the
amount of youth who enter
the STPP

Increasing programs, or alternatives, increases engagement by the students and stakeholders;
thus, creating a STPP disruption (Shippen, et al. 2012). Schools can, then, participate in
providing an appropriate education for incarcerated juveniles by promoting programs—before
the courts get involved—to supplement education and encourage all stakeholders to become
involved (Feierman, et al., 2010).
Inside Voices—Personal Narratives and the STPP
The inference of asking some to use his or her “inside voice” is a passive aggressive way
of oppressing someone. In other words, it is not unlike telling someone to “shut up!” Similarly,
incarcerated youth have been silenced for decades, including in academia. Research literature has
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ignored the students who have experienced the STPP (Jones, Ferguson, Ramirez, & Owens,
2018). Limiting the voice of the students who have experienced the STPP adds to the
psychological impressions of dominance and crime and punishment (Irizarry & Raible, 2014).
Only a few articles communicate the voice of the incarcerated college student (Annamma, 2014),
even fewer attempt to communicate the voice of the incarcerated juvenile experiencing
postsecondary education. As the voices of the students emerge, it should motivate educators to
question our role and education’s role in continuing a blueprint for contributing to Latin@’s
negative image.
The role of “the voice” plays an important role because it gives an in-depth view into the
experience of the student; therefore, it gives us—the educator and researcher—the pathway to
stopping the STPP. “Telling the stories of [the] incarcerated and formerly incarcerated…begins
to disrupt and dismantle the stereotypes people have of incarcerated youth and re-educate people
on the critical issues that lead a nation to jail its children” (Winn, 2010, p. 315). Contrary to the
belief that “the voice” represents a “false objectivity” rejecting the idea that people of color can
have a scholarly voice, personal narratives focus on the heartlessness that occurs in prisons and
the issues that lead to prison (Sanchez, 2019).
Academia leads people of color to believe that their voice does not play a role in the
literature (Sanchez, 2019). On the contrary, accepting the personal narratives develops a sense of
cultural consciousness, especially within Latin@s (Mancilla, 2018). For example, Jordan (2018)
identifies an imaginary existence where society impresses a negative image, but counters that
mislabel during an autobiographical narrative that shares how the negative image became a
lesson to learn. Sanchez (2019) reflects that his own experience allowed him to realize that his
journey gave him the belief for the improbable journey through education; additionally, he
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realized that he received the “tools and frameworks with which to critically observe and write”
(p. 1655) about his experience. Irizarry and Raible (2014, p. 432) support Sanchez’s
observations: “students connect their school experiences with their cumulative interactions”
within education. Needless to say, voice is important. Once the student has experienced the worn
pathway to incarceration, the academic experience shows limited improvement.

2.3

A Look at Juvenile Incarceration Facilities Offering Education
The number of juvenile justice facilities offering education needs examination because

educational opportunities within these institutions are limited and affect the overall institutions
ability to educate and rehabilitate. In 2006, “approximately 2,658 juvenile residential facilities in
the United States held 92,093 juvenile offenders” (Hockenberry, Sickmund & Sladky, 2009, p.
5). The National Evaluation and Technical Assistance Center for the Education of Children and
Youth Who Are Neglected, Delinquent, or At Risk (NDTAC) indicates approximately 1,727
facilities offer some form of education to juveniles, and most of these facilities “offer special
education (69 percent) and GED preparation (63 percent)” (Hockenberry, Sickmund & Sladky,
2011, p. 1).NDTAC concludes that over two-thirds of juvenile justice centers provide
educational opportunities. Moreover, of the centers that offer an education, approximately threefourths provide some intermediate and secondary education; on the one hand, seventy-five
percent of the incarcerated population has the ability to receive an education; conversely, this
means twenty-five percent of the population does not receive an education (Hockenberry et al.,
2011), a shocking statistic to say the least considering every institution offers educational
services. Yet, the population presents the challenge of educating a “diverse population with a
wide range of cognitive abilities and previous educational experiences” (Brazzell, Crayton,
Mukamal, Solomon, & Lindahl, 2009, p. 25).
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Even though facilities offer education services, not all students take advantage of the
services offered: “only 65 percent report that all youth participate in educational services on- or
off-site” (NDTAC, 2011, p. 2).Thirty-five percent of youth do not participate in educational
services; that figure implies approximately 44,441 youth are not receiving services (NDTAC,
2011). Nearly 45,000 students who need education are not receiving an education; that is an
injustice within the juvenile justice system. Another important finding indicates “only 46 percent
of students with previously identified learning disabilities report receiving special education
services within facilities” (NDTAC, 2011, p. 2). These data show another area where juveniles
lack the necessary education; if special education students do not receive the appropriate
education, juvenile justice facilities are violating the law. The striking fact that there seems to be
a lack of correctional institutions identifying special education students; also, the institutions are
not providing special education services (Foley & Gao, 2002). Education becomes a part of the
numerous programs that institutions offer. Thus, institutions need to take into account the
challenge of interruptions, i.e., transfers, movement, court, and counseling and fit education into
that mix (Brazzell et al., 2009).
Although the data show there needs to be more accountability with how juvenile justice
offers education to its youth, analysis of several important factors of education being offered the
student needs analysis as well. Educating, and the efficacy of the educational services, within the
juvenile justice system is a reflection of the curriculum, the services, and the professionals within
the juvenile justice educational system (Macomber, Skiba, Blackmon, Esposito, Hart, Mambrino,
Richie, & Grigorenko, 2010). The focus on the curriculum practices, instructional time, teachers’
incentives and development, student disabilities and behaviors present challenges faced in the
juvenile justice education helps identify potential areas of concern and solutions.

95

Curriculum
Juvenile justice facilities offering education needs an examination of the curriculum in
order to ensure the students are receiving an appropriate education. Giving an appropriate
education in incarceration facilities continues to be debated (Gagnon, Barber, Van Loan, Leone,
2009). In order to facilitate the debate of educational opportunities, incarcerated juveniles need
to have a successful academic experience, for academic success decreases the likelihood of
delinquency (Blomberg, Bales, Mann, Piquero, & Berk, 2011; Foley, 2001). But juvenile justice
facilities struggle to offer incarcerated students the most appropriate education for its students
because “historically, education programs in juvenile corrections have been underfunded and
neglected by the larger education community” (Leone & Cutting, 2004, p. 260), emphasizing the
obstacles juvenile justice education faces.
Juvenile justice institutions face consistent challenges, with curriculum standing out as
one of the major obstacles in the institutions, despite the Office of Juvenile Justice and
Delinquency Prevention (1994) stating that education is the most important factor in the
rehabilitation process. The juvenile justice system gives education a low priority; teachers need
to understand and adapt their instructional resources (Wade, Bohac, & Platt, 2013, p. 22) to
maximize the limited curricular support for all the challenges they face. Literacy, cognition, and
educational needs create challenges for correctional education teachers to teach most effectively
(Mathur, Clark, & Schoenfeld, 2009, p. 165).
Primarily, the limited availability and access to instructional materials creates a negative
practice in juvenile justice education. In my experience, a common practice for the correctional
education teacher is to give students packs of handouts on a particular subject, otherwise known
as packets, because the instructor lacks access to books due to security issues. In addition to the
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limited availability of books, the teacher tries to teach within the most diverse academic
environment. The lack of curriculum is a major challenge for teachers. Teachers instruct various
grade and academic levels; in other words, students attend one self-contained class, but all grade
levels and all academic abilities exist within the class. Houchins et al. (2009) find that instructors
of incarcerated youth reported that the heterogeneity of academics has had adverse effects on
instruction by indicating that there are too many students at different levels in classrooms. This
uneven practice of instruction brings up the important and serious issue: different students within
the juvenile justice education system function at extremely varying levels in a single
environment. This contradicts research on effective educational practices in juvenile justice
education. This practice limits the ability for the students to think critically; moreover, it
reinforces the agenda and hidden curriculum of producing a population that follows directives
and receives punitive consequences for attempting to be creative.
Teachers and Curriculum
Because the students are arbitrarily placed in a self-contained class, providing a
curriculum that meets the needs of the student without jeopardizing the integrity of education
presents a concern for the teacher. Teachers have limited access to curriculum that is consistent
with the needs of the students directly affects educational and career outcomes (Wade et al.,
2013), but the issue of having students with multiple levels and multiple behavioral levels create
a logistical curricular issue. Teachers have to plan for their class on a day-by-day basis; in other
words, teachers have to be prepared with several lesson plans for one curricular lesson, which
changes every day because of the transient nature of the population. According to Platt et al.
(2006), the challenge is to develop programs that meet the needs of students and staff, target
deficits, and teach cognitive strategies.

97

The educational plan for an incarcerated individual needs to address the overall objective,
while maintaining the curriculum objectives of the state (Brazzell et al., 2009). This is a
seemingly impossible task when it has to be multiplied by each subject being taught at several
different grade levels within one classroom. Institutions usually place students by custodial level
and the needs of the institution (Wade et al., 2013) and not the academic needs of the student. As
a result, appropriate curriculum presents a problem for the teacher and endangers fulfilling the
academic needs of the student. In a study, of academic needs, Houchins et al. (2009) concludes
that students’ academic needs are not being met by the facility, hindering learning and the desire
to learn.
When an instructor accesses somewhat appropriate curriculum, overwhelmingly it is out
of date. Correctional institutions do not recognize that educational services, including
curriculum, are a priority (Foley & Gao, 2002). Teachers use outdated books holding outdated
information that does not adhere to contemporary pedagogy or curriculum standards. Curriculum
and instruction planners have consistently had to use curriculum with limited resources (Wade et
al., 2013). Teachers have had to adjust general curricula to address the cognitive deficits of their
students. Houchins, et al. (2009) expands on the curriculum dilemma when they wrote: “teachers
were concerned about the need to provide ‘more challenging assignments’ so as ‘not to water
down content material’” (p. 162).Curriculum tends to be “watered down” because that is the
easiest way to present the existing limited curricula. Teachers find a median academic level and
present the material that suits the majority of the class. As a result, the higher academic levels are
not challenged, and the lower levels become lost. As Allen-DeBoer, Malmgren, and Glass (2006)
argue, preferable curriculum programs and lessons need to be inclusive due to the transient
population. Consequently, up-to-date, flexible curriculum needs to be available for the instructor
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to improve instruction and the student to learn. Otherwise, education is guilty of perpetuating an
unjust and unequal education for incarcerated youth.
Ironically, the time for learning is minimal because the teacher spends a significant
amount of time modifying behavior, dividing his or her time with the multiple lessons given
concurrently, or working with the consistent interruptions of a lock-up facility. The latter is the
most significant, for the nature of incarceration jeopardizes academic engagement. Teachers’
main concern includes activities that happen predominately outside the classroom that interfere
or hinder academic instruction in the classroom.
Academic Challenges
The inequality of academics for the juvenile justice student is most revealing in the areas
of English—English Language Arts conventions, literacy, and writing—and math. Literacy skills
and math skills need improvement. According to 2009 statistics, 75% of the 150,000 incarcerated
students are high school dropouts and lack the literacy skills necessary to be gainfully employed
(Risler & O’Rourke); and in 2008, Kohler and Reese indicate 80% of incarcerated students in
Arkansas are three to five years below grade level in math. According to Houchins, Jolivette,
Krezmien, & Baltodano (2008), “These skill deficits are particularly pronounced in the area of
reading. When compared to non-delinquent peers, incarcerated students on average are two years
behind in reading (as cited in Foley, 2008, p. 65). This means that “large numbers of juveniles in
corrections are marginally literate or illiterate and have experienced school failure and retention”
(Leone & Cutting, 2004, p. 261). In 2007, an assessment of 398 juvenile justice students, ages 14
to 17, who are incarcerated in three different states, produce supporting results. Their mean
standard scores are approximately one standard deviation below the mean on Woodcock-Johnson
III letter word identification, word attack, and passage comprehension (Houchins, et al., 2008, p.
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66). Incarcerated students performing below average on standardized testing is not shocking, but
the unwilling nature of juvenile justice education to change the end result for the incarcerated
student is shocking.
English and math performance can be improved in the correctional facility; there are data
identifying improvement in certain areas even though the data show decline in other areas.
Allen-DeBoer et al. (2006) find there is an increase in words per minute read and a decrease in
error rate with one-on-one instruction in a secured setting. A conclusion may be drawn by
reinforcing Platt’s et al. (2006) conclusion about programs that combine tutoring with diploma
and general educational development tests (GED) are most effective. This combination,
however, needs to address all academic areas for incarcerated youth. Students may see
improvement with academic testing but still need to work on the skills that are covered under
standardized testing. Combining both English and math intervention programs facilitates the
students’ motivation to progress and their sense of mastery; thus, they perform better on
standardized tests.
Time
The last obstacle to the students’ learning is education’s constant competition with
ancillary programs within the institution. Educational practices should be comprehensive and not
in competition with other correctional programs (Office of Juvenile Justice and Delinquency
Prevention, 1994), but the abstract nature of correctional education creates competition and
adversely affects instruction for the various levels. Foley (2001) supports the views of the Office
of Juvenile Justice and Delinquency Prevention (OJJDP) by concluding that the diversity of the
juvenile justice population necessitates the need for unique educational services over the current
disorganized, disjointed education an incarcerated student experiences. For example, students are
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frequently called out of class for psychology appointments, drug counseling, anger management
intervention, and/or court. Unfortunately, these opportunities take away from class time and
reinforce the low priority placed on academia. The lack of importance the correctional facility
places on education reveals itself with the constant interruptions students experience while
incarcerated.
One of the major issues within correctional education is the amount of time a student
spends in a classroom setting. When Gettinger’s time variables for learning are compared to the
amount of time a juvenile justice student spends in class, it shows the incarcerated student is not
spending enough time in class to learn. Gettinger (1985) claims “three time variables that have
been identified that may contribute significantly to variability of achievement across individual
students, teachers, and schools. These are (a) time allowed or allocated for learning; (b) time
spent or engaged in learning; and (c) time actually needed for learning. Surprisingly, the
institutions and institutional programs inhibit the students’ time in class. Frequently, facilities
deprive students of “time allowed for learning” and “time spent engaged in learning”; this is two
out of the three variables Gettinger claims are necessary for learning. Other institutional
programs draw the student out of class. For instance, a student misses an entire day of school if
he or she has a court appointment, yet the judge usually lectures the student on the importance of
an education. Or drug counseling and anger management counseling are scheduled during the
academic. The student must complete these programs as part his or her sentence, so probation
officers pull the student out of class to transport the student to the counseling session.
Consequently, students in juvenile justice facilities are not given enough time to learn based on
this definition.
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According to the California Education Code, students must meet for a total of 63,000
minutes of instructional time over 175 days; this has increased to 64,800 over 180 days
beginning the 2015-2016 academic year (California Department of Education [CDE],
2015).Most students in juvenile justice education are given four consecutive hours in the
classroom with no breaks or given a fifteen-minute break. Academic time is compromised by the
amount of days, hours, and minutes spent in the classroom. “A typical school day is 6- hours
long, but less than half (45 percent) of youth offenders spend at least six hours a day in school”
(U.S. Department of Justice, p. 6). Classroom enrollment, but not participation in classroom
activities because of the interruptions in the academic day, continues as long as the student is
incarcerated. Juvenile justice education facilities are open for 245-248 academic days, depending
on how many days classrooms are closed for Christmas and New Year’s Eve. Basic math shows
the student receives between 58,800 and 59,520 instructional minutes. This is approximately
10,000 academic minutes less spent in class. This means a long-term incarcerated student, one
who is in custody for any time longer than 180 academic days, about a one-year sentence, still
spends less time in class; he or she spends even less time if the student must meet court ordered
obligations as well. But if one hour is added to the academic day for the incarcerated student, the
student can potentially receive approximately 10,000 more academic minutes than the required
amount by California Education Code. Consequently, learning has the potential to increase if
time is used correctly.
Although non instructional programs are necessary components for criminal
rehabilitation, they often conflict with the school day (Houchins et al., 2009, p. 163). Frequently,
students spend time outside of the classroom when they are supposed to be in the classroom, so
they miss vital instructional time. For example, students are in court, at a counseling session, or
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in solitary confinement. As a result, students miss important academic time, and this affects area
of instruction and learning. Since students tend to miss entire days due to court, visits, or
punishment, this means a number of students do not actually complete a full academic day in
class. Lost instruction negatively affects the learning because “contrary to typical public school
system where teachers typically have a minimum of one academic year to provide instruction,
evidence based instruction…[instructional time] must have the potential to result in significant
gains for youth in a relatively short timeframe” (Houchins et al., 2008, p. 68). The teachers have
the near impossible task of trying to maximize instruction and learning within the minimal
amount of time given.
Short-term, or transient, residency within the juvenile justice population affects the
students view on education as well. Houchins et al. (2009) indicated “the average stay for youth
in juvenile corrections is eight months, the stay for individual juveniles may be as short as a few
days or as long as a few years” (as cited in Snyder and Sickmund, 2008). Consistent transiency
makes it difficult for instructors to teach and students to learn. If the student was in class for a
couple of days, the student does not have enough time to focus on learning because other
institutional responsibilities take priority; thus, there is no motivation to learn. If the student is
incarcerated for a few months, the motivation for credits or graduation might have been there,
but the student often changed placement before actual learning took place. The student earns
partial credit for the limited attendance. When partial credits are earned because of limited time
at one facility, the student experiences a series of partial credits and an inconsistent educational
experience.
But if the student was in custody for an extended amount of time, the motivation for
learning increased because school presented two significant motivations: a diploma and time
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outside of the cell. The U.S. Departments of Justice supports the increased motivation of longterm incarcerated students: “More than one-fifth (22 percent) of youth 16 or older who are in a
facility for at least 180 days report earning their high school credentials, [or credits], during their
time in custody” (U. S. Department of Justice, p. 6). Unfortunately, a student has to be locked up
for a significant amount of time for education to have any real effect on the student.
Although there are numerous studies on education, minority education, and special
education, few studies really have closely examined the reality of correctional education. A
disconnect exists within the confines of correctional education. Current practices in correctional
education exemplifies a disconnect. The correctional educational system needs a revolution.
Education continues to focus on the correctional part of correctional education rather than
focusing on the education part of correctional education. Neither curriculum nor testing proves
appropriate unless students are spending the appropriate amount of time in class necessary for
learning. With the appropriate amount of time in class, students with disabilities can work on
appropriate learning; also, students can experience appropriate behavior modification techniques.
Coincidentally, time with students manifests itself as the biggest obstacle within correctional
education. Staff consistently denies students the appropriate amount of time in class, and this
lack of time continues to put the student on the path to recidivism. Adding a solid support
program for beginning teachers from administration and security staff gives the teacher the
necessary elements to succeed in correctional education, a daunting task to say the least. Despite
the research on correctional education, more analysis on the entire juvenile justice educational
system and the efficacy of correctional education need examination in order to provide an
appropriate education for the incarcerated students and the teachers who teach in juvenile justice
education.

104

2.4

Summary
The time to reflect on the educational experience of the incarcerated juvenile is now. The

sense of urgency to advocate for incarcerated juvenile’s educational experience exists because
there is an unknown about what may emerge due to the current political climate combined with
precedence (Giroux, 2009). Little has been done to change a historical disservice to the majority
people of color and society directing them into incarceration via a purposeful negative
educational experience. Legislation has continued the postbellum perpetuation of criminality
with trumped (pun intended) up public mis-speculation about race-based street crime,
socioeconomics, and educational disservice (Heiner, 2016). A review of the existing literature on
secondary education for incarcerated juveniles and the STPP explicates the above inferences.
Facilities offering juvenile justice education need to focus on the student; in addition, the
administrators and teacher in the facilities need to have the understanding that the student is
incarcerated for a variety of reasons. Nonetheless, it is the final stop for the students; unless the
barrier between criminality and education is broken, there is a likely probability the student will
return to jail, or worse, enter the adult incarceration system (Kollhoff, 2002). If the student
reenters the criminal justice system, they will join a racialized system (Annamma, 2016) that
essentially welcomes their presence.
Finding and developing learning strategies and curriculum, then, becomes the one of the
primary responsibilities for juvenile justice education. According to Winn and Behizadeh (2011),
“the decline of academic rigor in schools has contributed to the culture of the school-to-prison
pipeline” (p. 151). Students who experience incarceration tend to experience less than adequate
educational rigor; in other words, school has given up the student. The inverse is also true: the
student, then, gives up on school.
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If the student and school have abandoned hope of the efficacy of education, this leaves
the teacher in a precarious predicament and makes the teacher callous over time. But the
pedagogical fire can be reignited. Barnes and Motz (2018) found that policies making teachers
aware of the emerging prejudices can seize negative inferences about race, especially in
classroom management. Teachers can experience settings that ask them to adjust the curriculum
and pedagogy successfully. The challenging practice of academic adjustment becomes a practice
in diversity sensitivity, professionalism, and pedagogy (Wade, et al., 2013), making the outdated
method of education for juvenile justice education obsolete. This is a system where little regard
was given to knowledge and skill but continued the negative cycle by arbitrarily placing students
in classroom based on the previous year’s grade level (Foley, 2001).
The prejudices that exist in education are certain but making sure the institution
recognizes its partialities is the first step in putting an end to the STPP. Disrupting the STPP is
the underlying focus of the research. Daiute (2016, p. 134) notes, “organizations, whether
nongovernmental organizations, civil society organizations, or grass roots movements, have a
major presence in the lives of young people…, especially in situations of political violence and
transition where state-run organizations like public schools are in disarray.” Providing youth,
who are on the STPP, places to address psychological and academic help is one step in
disrupting the STPP. Additionally, groups allow youth on the STPP to recognize they have a
voice. Voice stops the exclusionary and expulsionary practices that typically pushes the students
into the STPP (Ross, 2016), but giving voice keeps the student off the same tortuous track.
Educators and legislatures need to consider the social justice lens when working with and
working for incarcerated juveniles. Milner, Cunningham, O’Connor, and Kestenberg (2018)
point out that students, especially those on the STPP track, need the following:
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•

Co-constructed classrooms;

•

Academically and psychologically safe classrooms;

•

Academic and behavioral boundaries;

•

Learning;

•

Diverse pedagogical practices that embrace learning.

Students experiencing juvenile justice education need the opportunity to succeed, and the
opportunity does not exist in the “business as usual” attitude.
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3

Introducing the Participants, Artistic Submissions, and
Methodology

3.1

Introduction
This first part of this chapter presents the participants, describes his or her role in the

postsecondary program, and gives an arts-based reflection that presents the preliminary act of
giving each participant “voice.” The second part of the chapter presents the methodology used in
the data collection and gives an arts-based analysis of the data. Major themes that emerged from
the arts-based research study will be discussed in the next chapter.
Although the thematic findings to the research questions are discussed in the next
chapter, this chapter begins the journey of answering the research questions presented in Chapter
One:
Question
•

How did participation in a local university’s postsecondary pilot program (P.O.N.) impact
perceptions about student-inmates and their engagement in higher education?

Sub-Questions
•

What are the perceptions of student-inmates regarding their participation in the
PON program?

•

What are the perceptions of “traditional” university students after they have
participated in a postsecondary program alongside incarcerated juveniles?

•

What are the perceptions of the education administration who were directly
involved in the facility?

I used arts-based research—specifically poetry, short fiction, and visual arts—because the
methodology gives an authentic personal narrative that explain an epistemological nature of the
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juvenile justice educational experience, offering a way for the participants to have an outlet for
expression and discovery (Ersing, 2008). Also, there is an unconscious revelation that exists in
the arts that can better explain the hegemonic nature of incarceration, especially its relationship
with juvenile education, by becoming a way the student and the facilities engage in the
educational process (Oesterreich & Flores, 2009). As an arts-based researcher, I had to reflect on
the elements that influence art and use experience and influence to present the participants’
artistic representation and my analysis. The data centers around the artistic representation. The
data include interviews and artistic representations. Consequently, the data represent “voice” that
express a comprehensive view to life before, during, and after the participants’ experience in a
maximum-security juvenile detention facility.
Since arts-based research is still emerging as a research method, presenting a
comprehensive view of the artistic and academic views presents challenges. Using arts-based
research allows for a variety of methods for analysis. According to Leavy (2015) a number of
strategies exist and can be used for research goals. Using the strategy of interviews and artistic
representations allows me to have insight at the early stages of the experiences, which gives me
the ability to recognize the point where data saturation occurs; thus, ceasing to add to the insight
of the research and becoming a risk of over-saturation (Coffey, 1999). As a result, there is an
awareness of data collection and placing particular importance on the artistic representation.
Secondly, the purpose of the research is to present a study that is both artistically and
academically engaging. In order to appeal to the artistic and intellectual nature of arts-based
research, the research had to open an internal dialogue within the participants and the researcher.
This places an importance on the autoethnographical perspective, especially where feelings of
disconcerting feelings may surface as a result of the data generation (Tenni, Smyth, and Boucher,
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2003; Ellis, 2004 in Leavy). Using literature, literature analysis tools, and literary data generation
to interpret data allow me to contextualize it and can bring other “voices” into the research,
subsequently grounding the project and illuminating, educating, transforming, and emancipating
(Leavy, 2015) the educational experience of incarcerated juveniles.
Each group of participants is discussed, focusing on their role in the creation of the
postsecondary academic program. Every participant’s name has been changed to a pseudonym to
protect their identity. After the participants are introduced, their arts-based reflection will be
presented, so the reader can begin to contextualize the experience with the art in relation to the
research questions. In addition, elements of the unconscious surfacing in the artwork revealed an
opening to begin the conversation of the participants’ experience. It allowed me to look for
thoughts that may not have been revealed through the interviews. This section will begin with the
administrators. The interns who participated will follow the administrators. Last, the incarcerated
juveniles will sum up the experience. Once the reader sees or reads the artistic reflection, I bring
the elements of narrative inquiry analysis, visual arts analysis, and poetic inquiry analysis to
show how ABR fits into this research. Note: all the names used in the research are pseudonyms,
per IRB approval.

3.2

Introduction of Participants and Artistic Submissions

Part 1: Administrators
The administrators consisted of the principal and assistant principal from the juvenile hall
high school. The principal, Anthony Ken (AK), gave the initial approval to use classroom
facilities and supplies in his school. In addition, he was a good person to discuss ideas and
methods for continuing the program and maximizing the potential of postsecondary options for
incarcerated juveniles. The assistant principal, Maxine Conner (MC), helped with student vetting
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and roster accommodations. She continued discussions with probation, after AK gave the initial
approval to use facilities, to provide an officer in the classroom. In addition, she made sure any
issues were resolved; for example, if there was a technology issue in the classroom, she
contacted the appropriate people; or, she completed the necessary paperwork for security
clearance. Even though there may be some scrutiny of correctional secondary academia, these
administrators were supportive to the program.
AK
Mr. AK is in his mid-50s. He has been an administrator for an alternative, correctional,
and charter educational school system for over two decades, and he has been at juvenile hall for
the last 17 years. Mr. AK began working with the alternative, correctional, and charter
educational school system as a paraeducator (teacher’s aide). He became a teacher at the same
site shortly after. He taught at this site for about five years; then, he transferred to a different
nearby site. He was an independent study teacher for another two years. At this point, he decided
to enter administration. He began his tenure in administration as a vice principal in the same
region. After a few years, he was transferred, where he was an administrator in a different region,
but he worked with the same student demographic. In 2002, he was promoted to the principal
position at juvenile hall. He plans on retiring within the next year or two and moving to a quiet
place.
The administration in the local juvenile hall high school was highly supportive in the
implementation of the program and Mr. AK was seminal in the beginning. I had known of Mr.
AK and the good work he was doing in juvenile hall, and I would consider us colleagues. But we
never worked together directly until the postsecondary program began. Mr. AK made sure to
introduce us to probation staff and administration. In addition, he introduced us the high school

111

teachers, and made several suggestions that were used in the development of the program. Mr.
AK has an abundant of ideas to benefit juvenile justice education, and his interviews revealed a
frustration with his immediate administration, for he felt his immediate administrator was
hindering certain college preparatory programs that would ultimately become necessary. The
introduction of the postsecondary program through an outside source became a welcomed
concept, and his enthusiasm encouraged and inspired the program.
Arts-Based Reflection on Experience with Mr. AK
Mr. AK and met three times for interviews and discussions about the program. He was a
little hesitant about his “artistic” capabilities, but I assured him that this was not a measure of his
artistic talent. It was an attempt to measure the efficacy of the postsecondary program through
the use of a qualitative research known as ABR. He wanted to meet to talk about the artistic
reflection, and I told him that it is appropriate to do a collaborative piece if he likes. He liked the
idea of working with me to produce a work. As a result, we met where I discussed what he
thought about our program, both the secondary program at juvenile hall and the postsecondary
program. That conversation evolved into his reflection on his upcoming retirement, traveling to
remote foreign countries with his wife. I drew the conversation back to the program. One of the
main ideas we got from the program was that he really enjoys hearing from former students who
have “made it” out of incarceration. I asked to write a short story—“like three pages”—of what
he imagines what that life will be like. He submitted his work. I reviewed the submission. We
met again where I asked him his permission to make some grammar and punctuation corrections
and add more of a story “arc”? He agreed. We met again after my draft to member check. The
following is his submission:
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“Viejito”
The old man has always been waiting, like the last note on a sheet of music, waiting for
the fingers to glide over it; a feeling of great anticipation, only to be saddened when the final
note was struck and he just lingered in the dead air, going nowhere. Time could never be long
enough as long as he remained in Santa Ana; Santa Ana would never give him salvation; He had
to wait for his kids to move away. His oldest was a great guitarist, and he still is. He plays for
many fans throughout the world and calls upon his dad twice a year if Viejito is lucky; his
daughter became a veterinarian and married her college sweetheart. They live in Miami. So
rather than waiting, several years ago, he woke up from a restful sleep, packed his bags, and left
everything he had known for his new life.
He hadn’t slept as well as he did the night before he left, but last night was a particular
restful sleep. Pepe, the small and quiet black Chihuahua, didn’t even bother him when he went
out to chase the rats. Viejito sat next to the window, looking at the old man in the reflection of
the window. He was staring at this reflection of an old man with envy through the glassy, blue
cataract eyes. He kept watching his lips move as if he was trying to have a conversation but
could not comprehend. He saw every desperate tear this old man experienced in his short life.
And before he knew it, he was asleep in his own thoughts. Thoughts that came with a glass
breaking shock as he realized he needed to get his chores done for the day.
“Pepe!” Yelled Viejito from his room. “Where are you, boy?”
He spoke to himself slowly. Sleep stuck in his eyes so badly he could barely open them to
see if it was raining or sunny outside. In limped a scrawny mutt, ½ Chihuahua ½ poodle, and sat
at the yellow feet of the old man.
“Go get me some pan dulce, huh? And bring me back my change this time.”
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Viejito put a five-dollar note in the dog’s collar/pouch, and Pepe limped out of the torn
screen, an 18-wheeler mud flap that Pepe called his doggie door.
Viejito’s bones cracked as he tried to get up from his cot, “Uhh. Another day in
paradise,” he muttered to himself as he finally sat up and wiped the sticky sleep from his eyes.
“One of these days Vieja I’m going to find us a nice house out in the middle of the country. You
know, my uncle found a nice place. We could do it, too. We could save up all the money, then
we could spend the rest of our lives sleeping...”
He stopped short when he noticed the empty reflection next to him. He took a deep breath
and exhaled, “Ayy, dios mio; con permisso, Vieja. I’m sorry I never gave you the kind of love
you deserved. I worked too hard. I am so ashamed that I never let you know how much I loved
you. There is so much rage when it is too late.”
He reached over to a pack of Marlboro reds on the empty egg crate he used for a table,
took one out and lit it up. He took another deep breath and slowly exhaled the blue smoke from
his soul.
He struggled to his feet, kind of losing balance but having enough of it left to keep
himself from falling over, walked over and lit the candles under his wife’s picture. Imagination
bled with the first day he met her on the beach in Rosarito. She was sunbathing at the river
mouth just at the south end of town. He was playing soccer with his buddies from work. After
their game, he swam in the cool Pacific.
“Excuse me,” she said while her girlfriends giggled behind her, “My friends and I were
wondering if you could open a jar of tuna for us?”
“No problem.”
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At first, he was attracted to Diana, her best friend, but she was spoken for, so he decided
to sit and talk to Claudia. They talked for the rest of the day. She was beaten when she got home
because she stayed into the night with a man. Rogelio Burton never stopped asking her father if
he could talk to his daughter, and Senor Lopez never approved of their love.
On October 28, 1965, the week of Dios de Los Muertos, the couple met at the same spot
they met three months earlier. This time Rogelio had a bag of clothes and money; Claudia had
her clothes and life in her bag. They held each other’s hand as they set off for their life. They
started going north, not stopping until they reached…Pepe broke old man Dios’ sunflower dream
when he barked as he dropped the bag of pan dulce at the old man’s feet.
“Where is the change, you silly dog?”
Pepe rolled onto his back to make it easier for the old man to grab his three dollars and
fifty-three cents. “Aahh, gracias, Pepe. You really are my best friend in the entire world.”
Viejito knew that Pepe could leave him anytime, and he almost cried every time Pepe
came back. Viejito walked over to the sink, washed his face and armpits. He brushed his brown
teeth with the same soap he used to wash everything, and he combed his oily hair. He walked
over to the toilet to do his daily “reading,” but he realized as soon as he sat down that he had
nothing to read. “Pepe! Will you get the paper for me, huh?”
Pepe sighed as he limped out of his bedroom and out his door to the cold front step. The
Santa Ana Winds started up that day, so he grabbed the paper and hurried over to the old man.
He dropped the paper and hurried out of the bathroom. Viejito yelled after him, “You’re a good
dog. Your mother would be proud of you.”
Pepe did not wait for the old man this day; he was hungry and wanted to begin breakfast
as soon as possible. He walked on the cold kitchen floor and waited at the edge of the small
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table. He became increasingly impatient. A rare bark echoed through the empty apartment
causing the light of the candle to flicker.
“Si.Si.Si. You can begin breakfast; you have been a good boy. But don’t eat in a hurry. It
gives you gas.”
The old man finished his “reading” and took a final look in the mirror before breakfast.
He decided to grow a beard. He thought that it would be much easier and cheaper than shaving
every day. When he walked into the kitchen, he noticed ½ the pan dulce was lying on his plate,
and Pepe on the floor chewing on the other ½.
“You are going to take me to the poor house with your appetite, you silly dog. Pepe made
every bit of the bread last. He chewed every bite tediously slow, once in a while looking up at
the old man to make sure he was eating all of his share. Viejito suddenly stopped eating his pan
dulce, “Has the postman come?”
There was no response.
“We’ll go look anyhow.”
Viejito came back mouthing a letter, “Hey! Hey you stoopid dog. You put down my food.
Hhhmmm.”
As he was opening a letter that was sent in a fine envelope, the screen door slammed
behind him causing the old man to jump. “I’ve got to fix that someday,” he muttered to himself.
Dear Mr. Dios,
We are pleased to inform you that your poem, “Born Free,” will be published in
our Summer issue. Enclosed you will find a copy of the magazine and a check for
$500. Thank you for your interest in our magazine.
Sincerely,
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Bridget Madscar, Editor
P.S. Thank you for everything!
“ ‘Born Free’? Bridget Madscar?” he asked himself. “I wonder which poem it is, Pepe?
Which poem is ‘Born Free’? Why is that name so familiar, tambien? ”
He walked over to his empty coffee can and began pulling out scraps of old poems: “Me
Linda”; “Thunder”; “16 Ways to Kill Yourself Unsuccessfully”. He rolled through the poems,
but never found “Born Free”.
“Oh well. At least we still have some dough for a nice meal. What do you say, Pepe?
What do you say we have a nice dinner tonight? But first we have to stop at the bank. Let’s
hurry so we can beat the crowds.
As he was putting on his good shirt, he noticed an open shoebox next to his typer on the
dresser. He looked inside and picked up an aged yellow piece of paper with scratches of pencil
on it; it was the poem he had long forgotten about: “Born Free”. “Hmm,” he sighed as he
dropped the piece of aged paper and reflected for just one second on his life, a life that was lived
to inspire only to be frustrated with every attempt he made to improve his work.
Walking to the door Viejito stopped in his tracks and looked down at the ground, then, at
the torn screen. A warm, yellow smile slowly enveloped his face that brought a small chuckle
with it and a quiet nod, “Bridget Madscar. That brazen, talkative, foul-mouthed chola finally
grew up?! Let’s go, Pepe, so’s we can beat the lunch crowd.”
MC
Ms. MC is in her mid-60s. Similarly, to Mr. AK, Ms. MC has been with the district that
oversees the juvenile hall high school for an extensive amount of time. Also similar to Mr. AK,
she has moved throughout the organization. She began as an independent study teacher at an
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alternative, continuation high school. Her work as an independent study teacher was
predominated by having one-hour “meetings” with the students to collect their work and assign
them the subsequent chapter or book. After a few years of frustration because she felt that she
was not teaching the student, she decided to move into administration. She began her
administrative career as a program specialist in a Youth Guidance Center (YGC). After a year
there, she moved to juvenile hall where she became an assistant principal. She has been there
since.
By the time this research is read, she will have retired. She plans on retiring at the end of
the academic year. I had met Ms. MC frequently in passing and at several meetings but did not
have conversations about academia until Mr. AK referred me over to her. Ms. MC has a unique
passion that is subdued. She is energetic and is consistently looking to improve her program. So
when I approached her about the postsecondary program, she made sure we had a room, had
supplies, helped coordinate with probation about schedules, and helped with security clearance
for university staff, interns, and guest speakers. She silently paved the pathway for the program’s
success. But her work with us and refusal to accept any accolades exemplifies her personality.
Her input and support seem to fulfill an innate passion to help. Even when she was approached to
participate in the research, she enthusiastically agreed and made every attempt to clear her busy
schedule for the interview. After the postsecondary program was put on hiatus while we created
a Memorandum of Understanding (MOU), she made sure that the interns were cleared as
Volunteers in Probation (VIP) so they could continue working with the students on their distance
learning college work. Ms. MC’s work was essential in the success of the program.
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Arts-Based Reflection on Experience with Ms. MC
Ms. MC’s internal, quiet nature is evident in her artistic submission. Rather than put
together an “art-piece,” she asked what her options were as far as a submission. I explained to
her that I am not putting any parameters on the artwork, so she could do any kind of artwork she
felt would best reflect her experience. She really wasn’t satisfied with that answer, so I showed
her that ABR can include the “traditional” artwork like poetry or photography. But, I also
explained to her that she could do a collage—both physical and digital—a mural, or any other
way she feels. After about a week, at a meeting for the alternative and correctional education
district, she asked me if she can do a Wordle. I told her, “Of course.” This Wordle was created
from a series of conversation we had about the program. The words represent major items that
were brought up in conversation. Words like Monday and Tuesday indicate a time when we
began trying to pinpoint a particular day for the program. These words were indicative of the role
Ms. MC played in our program. The following is her submission:
Figure 3.1

119

Part 2: Interns
The interns who participated in the program were students in the Sociology Department
at the local university that sponsored the program. All of the interns either had an interest in
studying alternative education and/or studying social constructs and cultural capital. Two of the
students were in the Honors Program at the sponsoring university. One student was exploring the
idea of teaching in correctional education. All of interns completed their internship hours while
participating in the program. The interviews and participation in the research were conducted
after the culmination of the internship obligation. Ms. Carrie Smith (CS) graduated the semester
following her internship, Ms. Shirley Jones (SJ) and Ms. Judi Oyama (JO) graduated the same
semester the pilot program was put on hiatus. Each intern participated in the research after
graduating from the university or after her responsibility in the internship program had been
fulfilled.
CS
Ms. CS was the last to arrive in the program. She is in her early 20s. Ms. CS was in her
last year at the university, and she was highly involved in academic research. She was a member
of the university’s honors program, where she suggested the involvement of both guest speakers
and readings for our group. Although mostly introspective, Ms. CS’s participation in the class
was vital to the academic growth of the community. She raised valid questions throughout the
discussions, while maintaining and understanding her outsider status. For example, during one of
our discussions on academic inequities in higher education, she indicated that while Asians are
commonly thought to be academically more diligent, the Asian group suffers from a racial bias
that has negative consequences. More specifically, she expanded on the difficulty it is for Asians
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in academia, not because of the academic rigor, but because the stereotype and competition
among Asians is highly contentious that it produces an inverse affect compared to Latin@s.
As with all the interns, I had not known Ms. CS prior to her enrollment as an intern
through the Sociology Department. Getting to know Ms. CS was an experience because I thought
she brought a unique perspective. Additionally, she was not hesitant when she entered the class.
Even though she was the last to enter, she immediately began entering the conversations that
were taking place in the class discussions. This was an important trait for our class because it
sent the message that the discussions were for everyone; additionally, it sent an unconscious
message that she was not experiencing any anxiety by being in a maximum security juvenile
detention facility. Ms. CS included previous work and research to the program. As with all the
interns (once again), Ms. CS began establishing a professional relationship with the incarcerated
students. A number of students worked with her to learn more about the readings and scholarly
work. In fact, the university students and the juvenile hall students began needing more time
outside of the designated class time, and with the consensus of the interns and the juvenile hall
students, we were able to establish a study group on a different day and time to assist the juvenile
hall students with the nuances of higher education. Subsequently, Ms. CS worked closely with
several students to assist them on assignments. This professional relationship continued when the
juvenile hall student was released. Lastly, and on another note, she was just accepted as a
Fulbright Scholar, where she will continue her research and scholarly work abroad.
Arts-Based Reflection on Experience with Ms. CS
Ms. CS used photography for her submission. CS was familiar with ABR, so she did not
need an in-depth explanation of the ABR process. So, that allowed our discussion about ABR to
focus on the academic ideas and to expand on my intention with the artistic representation.
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Because she had a familiarity with ABR, it was slightly easier for me, as the researcher, to feel
confident that the intention of the artistic representation will be present in her work. Last, I made
sure I was respectful of her time; since, she was preparing to go to Singapore to concentrate on
the Fulbright Scholarship. Our second meeting took place three weeks after the first meeting,
where she sent me an email attachment of the photograph, and we discussed her submission and
how it reflected her experience in the program.
Figure 3.2

SJ
SJ brought a caring, open aura to the program. She has an excellent quintessence of
introspection and extrospection. Her insight gave an academic perspective to the readings; at the
same time, her insight understood the complexities of the lives of incarcerated juveniles. I like to
think of her as the “other” teacher in the class (to be explained below). She was able to
disseminate the information and place the readings and discussions in terms that were beneficial
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to the instructors, interns, and juvenile justice students. For example, it was not uncommon for
SJ to add to a discussion; then, she would follow up her response with a comment similar to this:
“That’s what I think. What are your thoughts…?” Then, she would call on another student,
whether an intern or a student or the instructor. Her assertiveness was appreciated by everyone,
for his or her response would be similar to this: “Well…I think that …” This self-motivated
direction and leadership gave the class the academic leadership necessary at the peer level.
As with all the interns, I had not known Ms. SJ prior to her enrollment as an intern
through the Sociology Department. SJ quickly became known as the “other” teacher because she
allowed her introspection to be fuel for discussion, but she understood when everyone needed
more explanation. In addition, she was not afraid to say that she did not know an answer but
needed time to find the answer. At which point, she would come back to the class the next week
to deliver an answer or with research that would best explain a situation. Similarly, SJ found the
time and energy to help create the study skills class, where the students brought in their distance
learning college work. As with any college student, the students inside and out formed a
professional relationship that transcended the class. SJ played was important in the process of
establishing a climate of inquiry and success.
Arts-based Reflection on Experience with Ms. SJ
SJ had never heard of ABR prior to our meeting, and I explained the philosophy behind
ABR, and I explained my intentions with the research. She understood the process and suggested
writing a poem during our first meeting. I told her that it was a good idea. An in-depth analysis
of the artistic reflection will be discussed in the next chapter, but for the sake of this chapter, the
developing the poem took on a two-part process. Her first submission was a traditional poem,
left justified on the page. For this poem, we used “Vox Participare”; SJ submitted the poem, and
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my only suggestion was to center it and write the last word to look like it fades to the right
margin.
A Freedom Unrealized
I
never really gave
much thought
about what freedom is
and what it means to me

Until
I walked
through doors
and doors
to get
to a classroom
whose roof
was covered
in barbed wire

I never
really gave
much thought
about what freedom
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is
and what
it means to me

Until
I realized
I don’t need
to ask
for permission
to go outside
and feel
the sun
on my skin

I never
really gave
much thought about
what freedom is
and what
it means to me
Until
I realized
one mistake
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could take it
a
w
a
y

JO
JO showed a great enthusiasm for the program from the beginning. To say that JO’s
influence in the program and to the students was beneficial is a huge understatement. JO played,
arguably, the most vital role in the program. JO is one of the first university students to enter the
program, and she immediately solidified her role as a student and mentor. Although she was a
little quiet at the beginning, her attention to detail and input was invaluable. She made valuable
insight in discussions that pertained to race and culture. She was instrumental in developing the
study skills portion of the program; in fact, she was the first member of the cohort to gain
Volunteers in Probation (VIP) access to juvenile hall. This gave her the opportunity to enter
juvenile hall at a designated time and day. As a result, she was able to develop the study skills
program on her own accord. JO remains an asset to the students of juvenile hall, where she
continues the mission of improving juvenile justice education.
I had not known JO prior to her entering the juvenile hall pilot program. But I quickly got
a sense of her passion and intelligence. JO’s mission is helping others. When she entered the
program, she was studying the MCAT because she wanted to pursue a career as a pediatrician.
This is a prime example of her selfless personality. She spent extra time with the students in
order to help them with their studies; hence, she suggested and was the primary influence in the
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study skills portion of the program. Secondly, she was forthright with bringing in her own
reflections, which helped the student’s understand different cultures and races. For example, she
would discuss the influence and challenges of being Asian within education. The difficulty of the
burden being placed on her race to perform at a certain level in higher education was highly
insightful to the students. For the students connected the ideas of being “smart” with being
Asian; thus, there was a perception of success. She explained the tribulations in a way the
students understood. Even though I wish the best for JO and her pursuit of a career in medicine, I
believe she has a bright future advocating for juvenile justice education.
Arts-based Reflection on Experience with Ms. JO
JO is independent, and she took the “assignment” without much direction. To be honest, I
was not sure she understood the assignment, but on our second meeting, she submitted the
following painting to me. The medium is acrylic on canvas.
Figure 3.3
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Part 3: Juvenile Justice Participants
But one does not liberate men by alienating them. Authentic liberation—the process of
humanization—is not another deposit to made in men. Liberation is a praxis: the action and
reflection of men upon their world in order to transform it
--Paolo Freire
As melodramatic as it may sound, the following gentlemen symbolize the exact reason
why I, as a pedagogue, teach and research on this marginalized population. Their extraordinary
behavior contradicts society’s perception. All three juvenile justice participants served long-term
sentences for various crimes. I chose to not ask, or even attempt to ask, the nature of their
adjudication. The reason why they were incarcerated was not a factor; the primary factor was
recognizing that even though they were incarcerated, they still possessed a beautiful mind. The
juveniles were contacted after their release, for they remained in contact with the local university
interns. I contacted the released students approximately two-three months after their release. Two
of the students continued with their education, Mike Barnes (MB) and Omar Hassan (OH), and
one student, Gianni Cass (GC), decided to go to work for a year before returning to school.
There were multiple meetings with the students, where I conducted formal and informal
interviews. The informal interviews discussed the nature of the arts-based reflection work and
the influences behind them. The initial interviews occurred at several different locations,
depending on the participants’ availability. MB and I met at a local community college in the
school’s quad area. GC and I met at a local Starbucks, and OH and I met at a restaurant. Each
interview lasted approximately one hour. The students were open to the discussions and were
receptively eager to participate in the research.
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MB
MB was the least senior participant in the cohort, yet his influence in the progression of
the program is evident. MB carried an air of cynicism and a sense of distrust. At the same time,
he was open to explore when he was asked. He had a sly smile and would look at you sideways,
not negatively but maybe a way to avoid eye contact. He gave a tremendous effort in the
program, while coming across as not trying or not caring. In other words, he “fronted” like he
was not into the endeavor, bat at the same time, he produced excellent essays and showed
extreme promise as an academic. Examples from his academic work indicate his desire to learn
by looking at a response about Tim Wise’s book, Dear White America:
“First, Tim Wise presents a newer type of racism that is less noticeable and is
considered a taboo topic. He uses the presidency of Barack Obama to show that
just because we had a black president does not mean that we are a racist-free
country that has moved on from the sins of the past.”
His response shows his ability to express himself with an understanding of critical thinking that
could very well be juxtaposed with any university student.
Arts-based Reflection on Experience with MB
What was surprising about MB was his artistic ability. He has an amazing eye for
photography. I explained to MB the purpose of ABR during our first meeting. It was during this
conversation when MB told me he liked to take pictures. I told him that he could submit his
photos for this research. He smiled and agreed. The following three photos were submitted
during our second visit:
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Figure 3.4

Figure 3.5

Figure 3.6
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GC
GC was the quietest of the cohort, but I have to think that his quietness was undergirded
by his desire to be released and the anxiety of not knowing the extremity of his future. Because
GC was quiet, the professor respected his introspection and created a small avenue of inclusion
and separation. The class understood this as well. They never prodded him to answer any
questions, nor did they make any negative comments when he brought his ideas into the
conversation. He stepped into each conversation with a hesitancy of someone attempting to
gauge the temperature of water in a pool before they jumped in. But GC never jumped in. he
would slowly enter the conversation, walk into the conversation; then, he would slowly back out
of it and listen to the others. This made GC’s input that much more valuable. He was the E.F.
Hutton of the group: when he talked, people listened. His intelligence comes through with his
dissection of his “self”:
“There comes a point in everyone’s life when they have a significant revelation of
some sort that make them change their understanding towards either themselves
or someone else…for inmates or incarcerated youth, the moment usually comes to
them on the day they are arrested but sometimes it comes later on during their
sentence…my confinement changed my understanding of how inmates are able to
hold on to their values despite the harsh conditions.”
This excerpt from one of GC’s reflection shows how his introspection of his self is self-reflective
and observant.
Arts-based Reflection on Experience with GC
GC is a very introspective person, and I was curious about what he intended on
submitting. I heard from another participant that he was a very good illustrator, so I thought he
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would submit some sort of portrait or drawing. But when we met, he did not have anything and
was having a hard time beginning the process. We talked about the program and his experience.
As our conversation progressed, he began to disclose his regret for his incarceration and that his
time in juvenile hall was traumatic. But, his life is turning around and he is continuing his
education and working at a major delivery company. Also, he just got back from his first
vacation ever; he went to Disneyworld with his girlfriend. Since he wanted to do a narrative, I
told him that he should write about the experiences we had in our conversation; while, using the
experience of the college program as the underlying inference throughout the work. But, he
should make it fiction or a poem. We continued our conversation and brainstormed the following
short story. He and I continued contact by email to complete this story through several drafts that
took about five weeks to complete. This is a narrative version of a Vox Participare ABR
submission:
“Richie Dagger”
Richie Dagger sat on a rock. The cool onshore breeze made his long black hair flow
behind him. The warm ocean made Richie think of the lost loves. Everything seems to have
gone in the past. All the ancient love stories about how this girl would last longer than the
others. That was all gone, too. Looking into the future made him feel different. He forgot what
it was like to be himself. But he sat on the rock overlooking the sea, staring blankly over the
great vastness of the entity that was no longer for him. He sat alone in the breeze. The birds must
have been asleep. Richie reached in his pocket and took out his American Spirit and papers.
Rolled one, lit, and took a big pull. He watched the smoke go behind him.
He didn’t know how to stop thinking. How to stop thinking that she was the one for him.
The ocean looked great, and her heart was just as big. Too bad he could no longer swim in her
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big heart. A little girl’s voice in the back of his head whispered, “What’s the matter little boy?
Don’t be sad. What’s wrong little boy? Please don’t cry.”
Richie heard the voice like it was right behind him. He thought that it sounded like she
was behind him, as if the voice was in the past. Richie knew he was alone, though; there were
no birds out in the ocean. There was only the voice inside his head. He wanted to get it out. It
pissed him off; a chorus of mockeries. He felt he needed a change. He got up and turned
around.
Richie turned and saw the same brown city he just left a few hours ago. It is filled with
rubbers and piss. The stink from shit alley thickens inside his lungs. There are no birds; there
are no trees to see the wind breathe. On his left winds a road of industrialization, no
imagination. On his right, a straight row of no civilization. Richie chooses the uncivilized path.
He sees the used needle and rubbers from last night’s Dionysus. The hookers, junkies and freaks
hang out with the trash; some still jonesing on the night of the feast.
The buildings look empty. The bricks wear paint like clothes. Richie walks down the
street until he comes to a dead end. A tall building, he can never get by stands before him.
Richie looks down at the building’s feet.
He thinks of the time they moved in together. She comes out of the shower nude. She’s
small, 5’1”, and has a nice chest; the greatest thing about her is that her tits grow bigger every
day. She has blonde hair and blue eyes. Her eyes are more than blue; they resemble the colors
of the undying love of the Mediterranean. She likes him better when he sits on a rocker. She
likes sitting on his lap. She starts rocking along with him, taking the initiative to go fast, then
faster, and even faster. Finally, burning out. Just before her climax, her noticeable eyes change
from the loving Mediterranean Blue to the killing California Green. She becomes dirty and
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everything is no longer the same. The drive is gone. Rocking is no longer laughed at when both
of them are done. Supper is always cold. Thinking about her, Richie remembers all the things
that make her, but he can’t exactly remember what she looks like. At the time she is beautiful;
now she is just a memory, like trash-can sex.
As he looks at the building, the sight gets worse. People coming all over her. They spray
their whiteness all over her beautiful chest. Every time she tries to wipe away the past, there is
another person hoping to be famous. They spew their juices into her walls without the humanity
of wiping. The paint on her stomach, the broken windows in her chest; they are all raping a
whore for bread. No wonder she can’t feel anymore; she doesn’t want to feel anymore. Richie is
glad he saw her 10 years before the broken windows.
He starts to miss where he comes from. The big buildings, the trash, all making him into
a boy looking at shit. As he leaves the uncivilized path, he looks at the skyline, and the sky
begins to rain. Sometimes everybody rains.
The sun starts to go down. Orange highlights crawl over the stained belly of all he loves.
The poor building never has a chance in such a big city. He hears the high heels of the first
hooker behind him. Richie wants to hang out. He wants to stay with the freaks and the whores.
He wants to watch them buy their bread. “Hey, little boy, what’s the matter? What’s wrong
little boy? Don’t be sad...”
Richie turns around and only sees his past…
The ocean looked warmer when the sun started to go down. The shifting offshore wind
kept him warm in the oncoming night. The serenity of the warm, salty bay at sunset put all the
nightmares rest, giving him a bit a peace. A poetic form of drunkenness. True poetry without
mentioning a word. Quietness lingered with the smoke. People weren’t around to offer a hit...or
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a smack ...or ugly sex. Richie sat and watched the ocean’s smooth back. She was clean. The
green ocean ran over and through Richie. He was content to be there. Sometimes the rush of the
offshore would send Richie’s hair flying into his face. Richie wasn’t alone anymore; out in the
sea, a single pelican glided over her. It worked the smooth wave. It was going wherever the
wind and sea took it. It was one beautiful, motionless, monotone, sex vibe. The voice from
behind him came back. “What’s the matter little boy? Tchtchtchtch, do not be sad...”
Richie wanted this voice from his past to leave him alone.
“Everything is going to be o.k. Tchtchtchtch. Do not be sad little boy.”
Richie started to get upset again. He got up and turned to tell the hooker to go away.
When he turned around, he saw a 6’ indigenous man looking down at him. His long, flowing,
black hair flew like the bird out in the ocean. Richie stood transfixed by the blackness of his
own eyes reflecting from the blackness of the eyes of the Indigenous man. Finally, Richie
looked down and saw the ground reaching for the feet of the Indigenous man, but it was always
one or two inches away. Richie kept looking down out of respect.
The Indigenous man took a deep breath and bellowed from within in a deep voice,
“STOP!”
OH
OH was the most gregarious of the participants. He held high expectations for himself
and his academics. OH always greeted everyone with a smile, and his friendliness and
courteousness allowed those who knew him to become quite fond of OH. He quickly established
a relationship with those who were not associated with probation. He was always prepared as
well. His reading assignments were completed. Upon the initial interview with OH, he was very
open about his academic experiences with the juvenile hall high school and with his experience
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in distance education. Because of his gregariousness, he was open and transparent with the
answers. In addition, he seemed to have a solid direction to his future, where education became a
primary focus for him:
“My perception of education has drastically been changed [since] joining the
[university] program. It is like my view on education has done a 180 degree turn
and has become positive due to my experience with this program. I have become
a firm believer in higher education…Two years ago if you would have asked for
my opinion on education, I would have given you a negative response an told you
how much I disliked school.”
This excerpt from his response shows that there was an educational transformation; also, his
openness and candidness comes through in the writing.
Arts-based Reflection on Experience with OH
OH’s transformation into an academic was a pleasure to watch. Seeing his attitude about
higher education change was influential to the other students in the class as well. When we
talked about ABR, he assured me that he understood the concept and planned to do a rap or a
poem. When we met for the second meeting, he submitted the image below. I asked him what
about the rap or the poem, and he replied that he just felt like to doing this instead (respectfully,
of course). I thanked him for his submission and talked about the inspiration behind the image
and discussed my initial observations during this second meeting as well. The medium for the
submission is pastel on card stock.
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Figure 3.7

3.3

Summary: Introduction of Participants
Understanding the participants allows one to understand the research’s purpose. This

researched relies on humanization and how the transformative power of transitioning from
dehumanization to humanization can have a lasting effect. This research needs the foundation of
the individual as the human in order to get the best perspective on the how that person
experienced education. This section introduced the person in a narrative form, it gave the
background of the process for the artistic submission, and it attempted to introduce the
unconscious of the participant vis-à-vis the submission. By juxtaposing the conscious—what we
see as real—with the unconscious—what the human sees as their experience—we can begin to
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understand the complex educational experience of the incarcerated juvenile. Also, the experience
of those who interact, or have a common interest, in that student’s education can be seen as
playing a significant part of the student and his or her unconscious. This can be seen through the
artistic representations of all the participants. The following section of this chapter will introduce
ABR as a methodology and its subsections. Then, I will show how the elements of ABR fit in the
analysis of the artistic submissions, thereby building the circular bridge that exists between the
people and the experience as revealed through their artistic representation.

3.4

Arts-Based Research Methodology
Negative academic experiences undergird the students’ experiences, so educators must

seek different methodologies in order for the students to start having positive academic
experience. School in lock-up facilities is mandatory, and school attendance is necessary; there
are no truancies. Students begin to experience regular, consistent school attendance; as a result,
juvenile justice school has the potential to be a positive and influential experience for
incarcerated youth (Blomberg, et al., 2011). Arts-based Research (ABR) stands out as an
excellent academic model for incarcerated juveniles. These methodologies bring a new academic
experience to incarcerated juveniles and show the students that academia is no longer bound by
“traditional” models. An in-depth discussion of ABR methodology can give a closer look to
determine the efficacy of juvenile justice education.
Even though ABR is a new methodology that does not subscribe to the quantitative or
qualitative matter, it does give enough interpretation to lend me to do exhaustive qualitative
research. The goal of using ABR is to unlock the ethnographic puzzle that has been giving past
researchers’ theoretical conclusions, but these conclusions remain relatively inaccurate or
incomplete. Also, each method can produce a rich ethnographic representation of the educational
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experience. The use of ABR, and the varying methodologies used in the research, seeks to
incorporate the “voice” of the participants through artistic representations of their experience. As
mentioned in Chapter One, my intention was to give the participant complete artistic freedom
when they determined how they were going to represent their experience through art. In other
words, there were no restrictions placed on the participants because I feel that there are no
restrictions in art. The artistic representation that surfaced were short stories, Wordle, paintings,
and poems. The submissions of the artwork directed the inquiry. Consequently, I will use three
methods for my research: Narrative Inquiry, Poetic Inquiry, and The Visual Arts Inquiry.
Arts-Based Research
Art plays an important part in understanding the experiences that shape life and opinions
relating incarcerated juveniles; as a result, arts-based research (ABR) is the design of this study.
“The concept of using the arts to reach at-risk youth is nothing new. Called art education, art
workshops, arts programs, community art or creative arts therapy groups, these programs are as
varied as the names used to describe them” (Ezell &Levy, 2003, pg. 108). Writing poetry and
short fiction allows one to understand the unconscious and conscious parts of life. It allows one
to put those elements together in order to create some sense of organized spider web, a
connection between learning and life. Art can develop complex relationships between the student
and the curriculum through creative expression (Gadsden, 2008).Art creates a space that
eliminates the cultural and socioeconomic barriers of juvenile justice education.
Culture and socioeconomic elements play a significant role for incarcerated juveniles.
The use of art and poetry gives a small glimpse of their lives that can illuminate learning like
those glass-like rays that pierce the clouds after a thunderstorm. Alternative methods of
instruction and assessment works best for adjudicated youth. “It is clear that youth in JC
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[juvenile court] schools have unique and significant needs that may require greater…alternative
curricular paths” (Gagnon, Barber, Loan, & Leone, 2009, pg. 675). It allows juvenile justice
students to reflect on their culture and incorporate what they know into a reflection of learning.
ABR becomes a representation of life and learning and gives an indication on how educators can
understand the life of the incarcerated juvenile student in order to provide better education
opportunities and experiences. There is a lack of research that shows how art success affects
incarcerated juveniles, even though it is reported for incarcerated adults (Ezell & Levy, 2003). It
is a pathway of opportunity for the students to understand the extent of education and how
learning continues after high school.
Understanding the connection to art and learning emerged at the beginning of the
twentieth century; this connection changed the perception of instruction and learning. Even
though the connection between art and academic success show promise, incorporating art into
the curricular program for incarcerated youth rarely happens (Ezell & Levy, 2003). Eisner and
his Stanford University students furthered the use of ABR as a methodology in the early 1990s.
This emergence gave way to Tom Barone’s approach using narrative storytelling. Eisner and
Barone merely expanded on Dewey’s observations. Dewey (1934) touches on the use of art as
research when he comments how the artists and the art exist simultaneously. Using art as a
methodology to understand the human experience (Dewey, 1934) and its importance for cultural
and social change becomes the primary focus of understanding how the relationship between art
and learning can give insight to culture and education.
The relationship between education and experience is over two hundred years old. ABR
was present at the emergence of educational theory and research; additionally, researchers like
John Dewey take the use of arts and experience further in educational theory. Juvenile justice
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students possess the capability to show learning as the summative product of life struggle versus
the reception of information (Giroux, 2000). Educators and scholars can use ABR to show
incarcerated juveniles that education is a plausible option. As a result, researchers and educators
can use their findings to improve curriculum for college bound incarcerated juveniles.
Incarcerated juveniles show a significant positive change academically when art is infused in the
curriculum (Stinson, 2009). Knowing the significance of John Dewey’s influence on Art and
education allows one to make the connection of the human experience with a cognitive, cultural,
and educational experience. Art is education. Education is experience, so art reveals itself in a
product based on experience (Dewey, 1934). In other words, art—poetry, painting, narratives,
etc.—is an assessment to learning.
A closer connection between experience and art exists with incarcerated juveniles. Art
has been shown to produce significant positive change in behavior and academic success (Ezell
& Levy, 2003). The learning experience and the artistic experience are closely related. The
esthetic nature of art includes both definitions: beauty and principles. Education can only use art
when human experience reveals itself (Dewey, 1934). Dewey (1934) began connecting art with
education when he argued that art reveals itself in our daily lives, and we use the everyday
learned experience as pedagogy. Artistic reflection in education gives incarcerated students the
ability to revitalize their perception of having academic deficiencies (Leard & Lashua, 2006).
Using the reflection on the education and life experiences of incarcerated juveniles reveals an
opportunity to improve pedagogy for the juvenile justice student.
The dimensions of art research were expanded by Eisner and his students. They
introduced the idea that the quality of research and importance of intellectual inquiry can coexist.
Inquiry and artistic composition can be constructed to depend on each other (Barone and Eisner,
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2012). Understanding the emergence of Arts-based Research and how researchers approach the
field allows one to employ Arts-based Research in juvenile incarcerated postsecondary education
(JIPSE). For security reasons, “correctional facilities place restrictions on freedom and choice.
Arts programs offer opportunities to exercise decision-making and take ownership and
responsibility for something” (Ezell & Levy, 2003, pg. 109). It allows researchers and educators
to experiment and use a variety of approaches to give way to a new learning experience, for
experience and art show an internal beauty (Dewey, 1934) in even the most tortured human.
One may argue that the most tortured humans create the most beautiful art; thus,
theorizing that long-term incarcerated juveniles, who were tried and sentenced as adults, have the
capacity to excel at postsecondary education vis-à-vis ABR. Students participate in education
where they benefit academically and have a transformative experience (Soep & Chavez, 2005).
Also, it familiarizes a critical thinking avenue to learning for the students. In other words, the
educator is not constricted by specific, traditional restrictions of academic design, but may
incorporate a variety of ways into his or her research (Cahnmann-Taylor and Siegesmund, 2008).
An educator can explore new avenues and be creative in his or her methodology. A student in
JIPSE can create an artistic work concurrently with his or her qualitative studies to produce an
intellectual product.
Tensions with Arts-Based Research
In creating a symbiotic relationship between art and inquiry, tensions can arise. An
oxymoronic quality emerges when using Arts-based Research (Eisner in Cahnmann-Taylor and
Siegesmund, 2008). “Traditional” researchers and educators may find it difficult to accept that
one can practice intellectual inquiry using the arts as the basis of the research. Eisner (in
Cahnmann-Taylor and Siegesmund, 2008) argues that the purpose of doctoral programs in
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universities was to give students the possibilities to explore beyond the boundaries of traditional
research. He goes further to state that it is within a university where a student has the capability
to imaginatively explore methodologies, for places of imaginative exploration rarely exist. Using
this philosophy, students and educators can use ABR explore the possibilities of reflection and
learning at the secondary and postsecondary level.
Being able to explore new methodologies that go beyond traditional methods creates
other tensions according to Eisner. The first tension brings forward the irony of creating an
artistic work and using it as a basis for educational research, as opposed to the traditional,
standardized assessment. Art is open to interpretation; as a result, the subjectivity of art surfaces
despite the intended conclusions the researcher may have. That dilemma is a risk the educator is
going to have to undergo when exploring art as research. Using art to understand human
experience goes beyond the aesthetic (Dewey, 1934). Art lends itself to academic research
pursuits by providing an avenue for researchers and students to imaginatively explore
(Cahnmann-Taylor and Siegesmund, 2008). Art gives academia a unique, unobstructed
perspective into the understanding and application in order to apply data conclusions into the
“high school mathematics classroom.” In addition, those interpreting the art may not have the
educational foundation to understand intentional messages, so the dilemma of Arts-based
Research relies on the intention and understanding.
The desire to produce a work and the ability for the artist to produce an artistic work that
gives an open and believable understanding to the work is another tension. This purpose of
research may become diluted by the researcher’s overzealous attempt at creating a highly,
sometimes over-creative, artistic piece. The artist must be conscious of the intention of the
artistic work as it relates to the intention of the research. The relationship of the artistic part of
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the work must be aligned with the inquiry. Students must control their own representation of
their identity (Dimitriadis & Carlson, 2003). This becomes a difficult process because the small
sample may cause a generalization. A few stories, poems, or paintings have the potential to
represent the general. The challenge falls on the researcher to be exact enough with the examples
so that the examples illuminate the population. In doing so, Eisner explains the nature of
reasoning and its effect on Arts-based Research. First, the tension of deductive versus inductive
reasoning arises. Arts-based Research has a tendency to bring forward specific features to
inquiry, but the generalizations and insight from the specific inquiry may create the tension
between the differing types of reasoning.
Last, the tension between the aesthetic and reality occurs when aesthetic elements emerge
within art by the nature of the unconscious being channeled. The artist’s inner emotions and
thoughts become reality. The students mold and shape their interpretations through language to
create something new (Dimitriadis & Carlson, 2003). Traditionalist may argue that the aesthetic
influences conclusions within research. The aesthetic trumps the epistemological purpose of
research (Cahnmann-Taylor and Siegesmund, 2008). But the aesthetic is necessary in Arts-based
Research. Art cannot be separated from reality; isolating art from human research is impossible
because art is embedded in life, both working together (Dewey, 1934). Arts-based Research
allows for research to be cognitively multi-dimensional. It allows for a more accurate form of
assessment for JIPSE students to reflect and produce work that shows learning.
Because Arts-based Research may create questions, rather than answers, as a result of the
product, begs one to question the purpose of the research. Some argue that research needs to
produce answers to questions rather than create new questions. Arts-based Research shows that
creation of questions is equally, if not more, relevant to producing answers. It goes along the line
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of thinking in a multi-dimensional line over linear thinking. Questions are necessary, and they
must be asked in order for inquiry to be important. Questions form a more significant purpose to
research (Cahnmann-Taylor and Siegesmund, 2008). Cahnmann-Taylor and Siegesmund (2008)
claims parallel Clandinin in that inquiry is a puzzle that has to be put together. The creation of
the work and the process resulting in a product holds important rigorous research. Research
needs to produce questions as well as answers.
Arts-based Research recognizes that a subjective portrayal of what the researcher wants
to create conflict with the objective presumptions of what research is supposed to be. Because
the final product is a creative piece, experiences influence the work. The influence occurs
unconsciously at times when the artist “gets in the moment”; while, the influence can be
purposeful. This tension between the purposeful nature of scholarly work and controlling the
unconscious nature of creativity constantly asks the student and educator to control the tension in
order to have the perfect symbiosis of both.
Arts-Based Research Methodology Data Analysis Techniques
Narrative Inquiry
The inequality of academics for the juvenile justice student is most revealing in the areas
of English—English Language Arts conventions, literacy, and writing—and math. Literacy skills
and math skills need improvement. According to 2009 statistics, 75% of the 150,000 incarcerated
students are high school dropouts and lack the literacy skills necessary to be gainfully employed
(Risler & O’Rourke); and in 2008, Kohler and Reese indicate 80% of incarcerated students in
Arkansas are three to five years below grade level in math. According to Houchins, Jolivette,
Krezmien, & Baltodano (2008), “These skill deficits are particularly pronounced in the area of
reading. When compared to non-delinquent peers, incarcerated students on average are two years
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behind in reading (as cited in Foley, 2001, p. 65). This means that “large numbers of juveniles in
corrections are marginally literate or illiterate and have experienced school failure and retention”
(Leone & Cutting, 2004, p. 261). In fact, in 2007, an assessment of 398 juvenile justice students,
ages 14 to 17, who are incarcerated in three different states, produce supporting results. Their
mean standard scores are approximately one standard deviation below the mean on WoodcockJohnson III letter word identification, word attack, and passage comprehension (Houchins, et al.,
2008, p. 66). Incarcerated students performing below average on standardized testing is not
shocking, but the unwilling nature of juvenile justice education to change the end result for the
incarcerated student is shocking. But different forms of schooling may be effective with students
who associate school with failure (Jacobi, 2008).
English and math performance can be improved in the correctional facility; there are data
identifying improvement in certain areas even though the data show decline in other areas.
Allen-DeBoer, Malmgren, and Glass (2006) find there is an increase in words per minute read
and a decrease in error rate with one-on-one instruction in a secured setting. A conclusion may
be drawn by reinforcing Platt’s et al. (2006) conclusion about programs that combine tutoring
with diploma and general educational development tests (GED) are most effective. There needs
to be a rethinking of how education is implemented, an implementation that allows for increased
motivation and summative results (Jacobi, 2008). Combining both English and math intervention
programs facilitates the students’ motivation to progress and their sense of mastery; thus, they
perform better on standardized tests.
Despite the lower academic performance, academic improvement is a definite possibility.
One way to bring the interaction between subjective and objective tensions of Arts-based
Research and curriculum is to draw the connections between qualitative research and art through
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Narrative Inquiry. One may combine research and narrative to create an ethnographic story that
represents an aesthetic rendering of data (Leavy, 2015). Identifying ethnographic stories can be
used as research and assessment. It strengthens literacy and language skills that emphasize
cooperation and collaboration (Jacobi, 2008). D. Jean Clandinin’s theories and writings explain
narrative inquiry and its significance to academia. Narrative Inquiry combines the rich nature of
lived experience revealed as data and constructs narratives that piece the incoherent elements,
creating a story that the reader comprehends (Leavy, 2015) and the author can show learning.
Education is essential in rehabilitation and reducing recidivism (Jacobi, 2008).
Narrative Inquiry uses a foundational design. It becomes a more collaborative
engagement with the participants (Leavy, 2015). It has emerged as an influential methodology
and pedagogical tool for educational researchers (Kim, 2011). Leavy (2015, pg. 39) notes four
important converging phenomena result from Narrative Inquiry:
1. The relationship from researched to researcher;
2. The move from numbers to words as data;
3. A shift from the general to the particular; and
4. The emergence of new epistemologies
The “converging phenomena” allows one to construct narratives that reflect the importance of
personalized data to reflect how life experiences influence research and learning. In other words,
the narratives become an assessment to the student personalizing learning.
The importance of Narrative Inquiry as a research design and curriculum option plays a
significant role because the lives of the students are most revealing when the lives are told from
the students’ perspectives. Clandinin (2013) reveals every individual experience shapes the
person. She writes, “We need to inquire into all these kinds of stories, stories that have become
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intertwined, interwoven into who we are becoming. These stories live in us, in our bodies, as we
move and live in the world” (p. 22). Her astute revelation understands the difficult life the urban
student has faced; more importantly, Clandinin understands the connection of all the
neighborhood stories to reveal the difficulty the student has in education. Using narrative inquiry
creates an appealing, imaginative, understandable story (Leavy, 2015); thus, having the ability to
show learning.
Just inquiring is not enough to satisfy the research design of profiling students who are
incarcerated. “Narrative inquiry in education presents teachers’ and students’ stories in different
literary forms” (Kim, 2010, pg. 83). The stories reveal important elements to the life of the urban
student. The “unpacking” of the lived stories allows the student to relive experiences; as a result,
the student and educator learn to be more responsive as the cultural narratives shift the embedded
institutional narratives (Clandinin, 2013). Narrative Inquiry reveals itself in several forms of selfreflected learning, including: autobiographical input, creative nonfiction, narrative method,
biographical narrative interpretive method, narrative Autoethnography, fiction based research,
fictional ethnography, identity research and critical theoretical perspectives. In order to give the
clearest representation of Narrative Inquiry, Poetic Inquiry, and Visual Arts; analysis of how
each work represents the postsecondary experience compared to previous academic experience is
necessary.
Autobiographical Input
The importance of autobiographical input in Narrative Inquiry surfaces because
researchers are “implicitly interwoven into their final representations in many ways” (Leavy,
2015, pg. 39). Narrative Inquiry relies in description of reality; the result of this necessity cannot
be done effectively in an objective manner. Subjectivity and experience need input while giving
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descriptions. This allows the researcher to give an accurate portrayal of the elements influencing
the data. Researchers coherently “weave their experiences” in order to distribute an accurate
reflection of the data (Leavy, 2015). Putting one’s experience into a narrative gives an
authenticity to the work; the participants’ experience naturally surface in the artistic
representation.
Autobiographical Input Analysis of Artistic Reflections
A few devices in the short stories reveal the autobiographical nature of the story. First,
the story, “Viejito,” indicates weather elements of Southern California by referring to the warm
winds as “Santa Ana Winds.” That indicates that the author is familiar with Southern California
weather patterns and the importance the winds place on setting the tone for the story. A second
indication of autobiographical input from “Viejito” is the last line: “Bridget Madscar. That
brazen, talkative, foul-mouthed chola finally grew up!” This reference shows that the author,
who is the administrator at juvenile hall, is making a direct reference to a former student. This
shows that the author/administrator is directly inputting experience from his time at juvenile hall
into this story.
The second short story, “Richie Dagger,” infuses autobiographical input as well. The first
indication of autobiographical input is the description of the city:
“Richie turned and saw the same brown city he just left a few hours ago. It is
filled with rubbers and piss. The stink from shit alley thickens inside his lungs.
There are no birds; there are no trees to see the wind breathe. On his left winds a
road of industrialization, no imagination. On his right, a straight row of no
civilization.”
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The description of the city allows the reader to draw the connection between the author, in this
case one of the formerly incarcerated participants, and the influence of the city from which he
grew up. The author is giving the reader an indication of the negative experience the city has had
on him and his life. A second indication of autobiographical input is the reference to the 6’
indigenous “looking down at him.” The author identifies himself as Mexican, but he had made a
deeper connection with his ancestry during his incarceration. By having the indigenous person
looking down on the main character and telling the main character to “Stop” show that the author
wants to forget about his past—in this case, incarceration—and move forward with his new life
after incarceration. Although autobiographical input is an important technique in Narrative
Inquiry, the other methods of play importance as well.
Narrative Method
One way to analyze narrative inquiry, and its importance to learning, is to apply
Bakhtin’s framework, where the writer uses multiple viewpoints and voices (Leavy, 2015) based
on the cultural interpretation of the word. The methodology allows for diverse meanings to be
interpreted. Harvey (in Leavy, 2015) recognizes three elements of narrative when he reflected on
Bakhtin’s Framework:
1. Coherence: Coherence indicates communication. This item is important
because participants tell their stories differently. Some may tell the story in a
linear timeline; while, others may tell their stories in fractured segments. It
becomes the researcher’s responsibility to narrate the stories chronologically
or in a way so the reader may comprehend the story.
2. Turning Points: This item represents the time when the researcher recognizes
the point when the participant shifts his or her shift in experience.
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3. Re-plotting, or re-storying: This item takes place as the participant reframes
his or her life experiences by changing the dynamics of the past to the present
to the future (Leavy, 2015).
Narrative Method Analysis of Artistic Reflections
Using Bakhtin’s Framework as the basis of the Narrative Method analysis, the artistic
reflections can be analyzed according to the three elements in the framework: chronology,
turning points, and re-plotting. Looking at the two stories, the elements of “chronology” and “replotting” occur throughout the story, and the two elements parallel each other. In “Viejito” the
chronology is linear, but the chronology goes beyond what is written in the story, indicating a replotting element. The literal chronology in the story is a brief snapshot of the main character’s
day, but the end when he refers to “Bridget Madscar” shows that the beginning of the story
happened years before the timeline in this story. This allows the reader to make the connection
between the story and the participant’s experience in juvenile justice education. The chronology
in “Richie Dagger” is a different type of chronology; this story is a fragmented chronology and
changes the dynamics of past, present, and future—re-plotting. The story begins with the main
character overlooking the ocean; then, it abruptly transitions to the city life, then abruptly
switches back to the first setting. This fragmentation of the chronology shows the distortion of
the events that affect those incarcerated. The abrupt disruption to time is indicative to the
abruption of time of those incarcerated.
The “turning points” that occurred in both stories happen at the end of each story. In
“Viejito” the turning point is when the main character realizes that the editor of the magazine is a
former student. It was at this point in the story that the reader understands the message sent from
the editor to the main character. And the response of the main character shows that the long-
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forgotten story never forgot about him; additionally, the main character realizes that his positive
influence on his students is appreciated. The turning point in “Richie Dagger” occurs at the end
of the story as well. The turning point in this story is the when the main character is confronted
by his indigenous past and told to stop focusing on the past and begin focusing on his future.
When the main character is told to “Stop!” by the indigenous ancestor, the main character is
actually told to focus on what lies in front of him, and his incarceration is an experience in the
past.
Biographical Narrative Interpretive Method and Narrative Autoethnography
Just inquiring is not enough to satisfy the research design; stories reveal important
elements to the life of the participants. The “unpacking” of the lived stories allows one to be
more responsive as the cultural narratives shift the embedded institutional narratives (Clandinin,
2013). Relying on the minimalist passive interviewing technique (Leavy, 2015), the researcher
relies on his or her rapport with the participant to allow the participant to reveal his or story with
limited interruption. The researcher gains trustworthiness with the participant, thus allowing a
multisensory revelation (Leavy, 2015).
Similarly, Narrative Autoethnography plays an important role by bringing forward
particular truths and social meanings that connect a cultural context with an institutional context
(Leavy, 2015). The stories are not fictional, per se. The emotions and thoughts give a reflection
to a distorted mirror that gives a different reflection of reality and social life (Dewey, 1934). The
autobiographical piece in the research has two purposes. First, it will help participants
understand positionality. Further, it establishes insider as well as outsider status. Insider status
surfaces when the researcher identifies with the participants lives.
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My insider status holds importance because I was incarcerated for a time; this gives me
credibility with participants who have similar backgrounds. An outsider refers to one who enters
a group from which the researcher has no internal affiliation. For example, teacher status groups
an individual with the other educational professional; while, it consciously furthers the
relationship gap between the teachers and the students. In the case of this research, the
participant had a comfortability with me because we connected on several levels. We connected
on the cultural—cognitive and unconsciously—level. Narrative Autoethnography allows one to
gain trustworthiness (Leavy, 2015) through the inescapability of art (Dewey, 1934).
Biographical Narrative and Narrative Autoethnography Analysis of Artistic Reflections
As noted earlier in the dissertation, the short story submissions were a collaborative work
with the participant and me. The collaboration was mutual for two reasons. First, the participants
who did the short stories were not as confident in their ability to produce a creative piece, so
working together alleviated their anxiety. The anxiety of the participant was alleviated as a result
of my rapport with the participant. The trustworthiness that was established between me and the
participants allowed for them to be open, candid, and experimental. Because the participants and
I had a rapport that focused on the juvenile justice education, the two participants “trusted” me
enough to allow for my input with their creative submission. As a result, I was able to
recommend some elements about their participation in the program and their personalities that
could be revealed through a short story. As the researcher, I had to make sure I maintained my
subjectivity and objectivity concurrently in order to provide the reader with the most revealing,
yet informative, data. In order to accomplish this task, I did not participate in the first draft, and
made minor adjustments to the original submissions; then, we did extensive member checking in
order to ensure the participants’ voice was visible in the text.
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Summary of Fiction Based Research
Fiction based research creates social research by allowing the researcher and the
participants to express themselves freely. It allows both the participants and researcher to express
the complexity of life and the details that are revealed vis-à-vis literary devices. The power
fiction carries engages the reader and gives a more transformative representation of research
(Nayebzadah, 2016). Fictional narratives employ two features. First, it allows the reader to have
access to the thoughts and thought process by giving access to interiority; second, it allows the
reader to make intentional conclusions by filling in gaps that exist in the stories: interpretive
gaps (Leavy, 2015). Moreover, fiction based research allows the student and educator to use
description and detail as data, while revealing self-disclosure. Fiction based research gives a
“factual representation” that gives the unique opportunity for the reader to identify with a work
(Leavy, 2015). The tone of the submitted artistic representations gives a factual representation of
the lives of the participants. Additionally, it gives access to the reader of the “interiority” of the
participant. It gives a brief window of how the participants’ lives were affected by the
experiences of the participants. Also, the “interpretive gaps” were created by the settings and
unconscious experiences of the main characters
Poetic Inquiry
Whereas there is an exactness and purposefulness to art, poetry is the art that asks the
artist to be exact in diction and style. In research, poetry gives the researcher a way to present
data that breaks the separation of fact and fiction (Leavy, 2015). Poems give a unique sense of
freedom and constriction; it allows the human experience to be revealed by using sensory details,
so the writer becomes a painter using words as his or her color palate and the keyboard as the
canvas. As a result, poetry gives the researcher a unique method to reveal data. This study shows
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the included poems are a representation of the voice making a commentary on social
consciousness. The poems bring in the tenets of CRT and LatCrit to fuse an anger and humanness. Similarly, to narrative inquiry, poems can be deconstructed using ABR with elements of
literary analysis to show the ethnographic underlining of the purposeful social commentary.
Poetry representation as a recognized qualitative data allows the researcher an alternative.
The researcher can take an interview and interpret different meanings. This merging of craft and
research add to arts-based research. More so, poetry gives theoretical insights that fall under the
postmodern and post structural theoretical perspectives.
With the emergence of critical race theories, the need for an alternative theoretical
development became necessary as theories like postmodern and postcolonial emerged in
research. Poetry gives the researcher a fresh perspective on how to look at data and analyze data.
The new social structure and mores opened this avenue; thus, breaking the dynamics of the
traditional bi-research approach to study and introducing academia to poetic inquiry.
Prendergast (in Leavy, 2015) notes three categories of research-driven poetry:
1. Researcher-voice: researchers produce the data from observations and
ethnographic research. Then, the researcher presents his or her data as a poem.
2. Participant-voice: this process allows the researcher to take the participants
“voice” into account when producing the work. The participant writes the
poem entirely, or the poem is co-constructed with the researcher.
3. Literature-voice: similar to “found poetry,” this method uses literature and/or
theory as the primary source of creation of poetry. Literature-voiced poetry
speaks to the understanding of the audience and research.
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For the sake of this research, the participant and I co-constructed the poem. Similarly to the
collaboration in the short stories, my influence on the submitted poem was minimal. I did not
have any direct input with the diction. My participation in the process of the poem was to center
the poem and have each letter of the last word take its own line and give the illusion of fading
away.
Uses of Poetry in Social Research
Poetry is emotion. Social research has an unconscious foundation in emotion; moreover,
critical race theories and their relationships with social research evoke emotion. Using deductive
reasoning, poetry can be used to evoke the emotion and critical theories of social research
concurrently. Yet poetry has a unique way of making the data more accessible to the public; in
other words, scientific knowledge can be relayed to the public through poetry (Leavy, 2015). It
“reveals a moment of truth” (Leavy, 2015, pg. 77). It gives the opportunity to use data for
identity research by revealing “multiple meanings” (Leavy, 2015). Further, poetry allows the
researcher to make the connection between identity and marginalized populations. The potential
for poetry to be used in academia is limitless, and the researcher has the ability to use this art as a
method for representing data.
Poetic Inquiry Analysis of Artistic Reflections
The submitted poem addresses Leavy’s claims several times during the poem. First, the
poem addresses the “moment of truth” throughout the poem, beginning with the title: “A
Freedom Unrealized.” The title indicates that the author will have an epiphany about the
meaning of freedom, and the importance freedom holds in one’s life. Several other images make
address the “moment of truth”:
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•

I walked/through doors/and doors/to get/to a classroom/whose roof/was
covered/in barbed wire;

•

I realized/I don’t need/to ask/for permission/to go outside/and feel/the sun/on
my skin;

•

I realized/one mistake/could take it/a w a y

Additionally, the poem, as a whole, addresses two meanings: freedom and confinement. The idea
of freedom is ambiguous for the author until freedom is taken away. It is at the point of losing
freedom that the author realizes that freedom is not an abstract idea, but it is a real feeling and a
real concept. The idea of confinement plays a significant role throughout the poem. The author
understands that the contrast between confinement and freedom are directly opposed to each
other. The realization of confinement, or incarceration, holds several realities that are used to
make the author realize that incarceration can hold traumatic events within it. For example, the
author’s reference to asking for permission to use the bathroom illustrates the concept of
incarceration. Another example is the visualization of the classroom’s perimeter surrounded by
barbed wire; this presents a dark, mentally suffocating view of learning. The poem successfully
attempts to draw a connection between the reader and the incarcerated population, and the use of
realistic details creates and supports the identity and voice of juvenile justice education life.
Visual Arts
Visual arts provide a unique perspective in Arts-based Research because it captures a
new and growing element of a reflection on society. The image creates a perspective (Leavy,
2015) that is continuing to grow with the emergence of digital formats and mobile instruments to
capture images. Visual arts goes further and provides a different interpretation that words may
have difficulty communicating (Cahnmann-Taylor and Siegesmund, 2008). Visual arts capture
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the data that may be overlooked by language. It lends itself to multiple, emotive meanings that
embed themselves into the unconscious; in other words, the visual arts have the potential to be
more locked in memory (Leavy, 2015). This study focuses on original artwork and photography
as representations and the critical analysis of the visual arts can interpret all genres.
The camera, still and film, allows researchers to record events in a neutral manner where
the researcher can interpret the images (Cahnmann-Taylor and Siegesmund, 2008). It presents
objectivity to the data. The aesthetic can then be interpreted and expanded up by researchers
(Cahnmann-Taylor and Siegesmund, 2008). Cameras help record images not just for data
recording and analysis, and they become generative for the research to allow for representation.
For example, although photographs can be used to chronicle data, they may be used as methods
in more abstract projects or uncommon groups, locations, and populations. Sociological
photographs bring attention to groups and people who may be overlooked because of the
difficulty of accessing the people. For research, photographs can be a beginning point in an
interview; photography allows the researcher to bypass language issues and give an avenue to
communicate through a language other than dialogue (Leavy, 2015).
The visual arts give an excellent opportunity for researchers and participants. It allows for
the researchers and participants the ability to explore ways to collect data, analyze data, and
create data representation. Researchers and participants use familiar techniques to express
learned material. Visual arts allow researchers and participants to use a method that explores
culture, identity, and race. Also, visual arts’ methods provide a familiar avenue for the researcher
and participants to explore the multi-dimensional exploration to learning.
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Visual Anthropology
Anthropologist, George Mills, posited using visual arts as a source of information in
1957, but the use of art as a source of information regarding the social world gives
anthropologists ways to research different social and identity issues; it “carries a transformative
power that can resist and dislodge stereotypical thinking” (Leavy, 2015, pg. 224). Visual arts can
be used to record and combat racial and social stereotypes. Art, according to bell hooks (1995),
has primary functions:
1. Recognition of the familiar: depicts how “social life is for people
differentially located in the social order”;
2. Defamiliarization: fosters stereotypical ways of thinking.
It has an “oppositional potential” consistent with critical race theories and the foundation for
critical pedagogy and social change.
Visual Anthropology Analysis of Artistic Reflections
I used hooks’ depiction of the primary function of art to analyze the artistic reflections of
my participants. The “recognition of the familiar” surfaces several times in the submissions. One
example of the “recognition of the familiar” is in the painting titled, “We All Dream Under the
Same Sun.” In this painting, the artist has several images; for example, the image of the bars at
the forefront of the painting indicates the incarceration. Also, the people in the image are dressed
in their “colors”; which identifies according to their placement at juvenile hall. The second
image that shows “recognition of the familiar” is the second painting. This painting shows a
person standing isolated on a frozen field or ice. This reveals that the person recognizes being
alone and lost, without the ability have help. The latter assertion is supported by the group of
eyes looking at the isolated person. These eyes are in a cave; they are sheltered. Yet, there is no
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sign of assistance for the isolated person. This feeling of isolation is important because it shows
how this incarcerated student felt during his academic career.
The “defamiliarization” is shown in both paintings as well. The images are clearly
people of color and the teacher is Caucasian, which indicates that incarcerated students are
students of color; and the authority figures are Caucasian. The isolated person in the second
painting shows defamiliarization as well. By having the person isolated and giving the perception
of staring out in the distance supports the defamiliarization concept because the setting is barren,
and the person is trapped in this cold, barren place with no perception of being able to escape his
situation. This is a feeling that is all too familiar with incarcerated students caught in the vicious
circle of the STPP.
Visual Phenomenology
Art moves into the human consciousness as part of the human experience due to its visual
environment; visual arts give access to the experience as it is embedded in the visual context,
allowing for visual phenomenology to be used as a method of investigation (Leavy, 2015).
Similarly, phenomenology can be described as experience and description; the merging of art
and phenomenology gives sociologists increasing avenues to work with the phenomenological
framework (Leavy, 2015). The visual representation of the participants is reflected in the
experience, and when the subject changes perspective, the visual phenomenology will change
accordingly (Seigel, 2006). The phenomenology of being in a particular state represents the
mental state of the individual (Bronner, 2015). In this research, the artistic submissions give an
excellent example of the phenomenology of the participants.
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Visual Phenomenology Analysis of Artistic Reflections
The three photographs of the pier represent an example of visual phenomenology. They
show the current mental state of the participant when that photo was taken. The photos were
taken by one of the participants on the first day of his release from incarceration. The photos give
the perception of freedom. One photo shows a vast ocean; this photo emphasizes the endless
possibilities that are in front of the participant. Another photo shows a pier crowded with people.
This is foreign for someone who has been incarcerated for over three years. Moreover, the photo
shows pictures of families and has a light, happy tone. The participant mentioned during one of
the member checking meetings that this photo was important to him because it showed people
being happy and not having to worry or “watch their back” while they were there. For him, this
representation of a changed mental state symbolizes a new beginning for him.
Summary of ABR
Visual arts-based practices and its audience share the experience (Leavy, 2015). As a
result, the researcher and the participant create art that acts as data and data representation
(Leavy, 2015). Aesthetics becomes primary in this practice; the image becomes the visual
vehicle the researcher and participant control. They create an image that has the potential to
elevate the aesthetic nature of art to a more beautiful and meaningful way of communicating.
The complexity of critical race theory lends itself to be used effectively in an arts-based
research project. There are several factors in critical race theory perspectives where traditional
research and analysis may overlook or not have the ability to produce a work that reflects the
diverse nature of critical race theory. It can be used to give the audience a better, more complete
understanding idea of the participant’s voice. Overlapping identities and critical race theories
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like feminism, gender identities, and socioeconomics can be addressed concurrently to give the
reader a better understanding of the complex nature of life experience.
Arts-based Research methodologies create a unique and beautiful synergy. Educators and
researchers can use Arts-based Research to explain the cultural relationship that exists in juvenile
justice education; additionally, Arts-based Research can be the raft that helps the educator and
researcher to truly understand the mindset of the incarcerated student. It can be used as a way to
tap into the unconscious and reveal true emotion in order to have a clear understanding of what
are the unconscious and conscious motivations of incarcerated students. Arts-based Research can
have an effect on the student by creating a non-invasive form of assessment and communication
that may otherwise go unspoken. Using the short story and poem from above can explain this
concept. By reading and analyzing the story and the poem, the researcher and education can have
a better perspective of the student. By reading the short story and poem, the educator and
researcher can have a better understanding of the thinking process and priorities of the
incarcerated student. In other words, what good does knowing about certain European historical
factoids if the student is more worried about survival, but incorporating an essentialist education
via Arts-based Research can be an important pedagogical methodology.

3.5

Research Subjectivity and Positionality

Subjectivity
My subjectivity resides in the fact that I am committed to the students I serve because I
was one my students thirty years ago. My career, thus my life’s work, has directly involved in
alternative and correctional education. More than that, the influence of Critical Pedagogy and my
informal observations of the institutional neglect that is given to incarcerated students has fueled
the desire to pursue ways to improve alternative and correctional education. I have been involved
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with alternative and correctional pedagogy for over half of my life, and there is a disconnect
within the educational field. Comprehensive education districts have ignored or disregarded the
importance and influence alternative and correctional districts play in the lives of our students. In
other words, making the connection with the students can alter a life, none more significant than
the life of a person who has experienced institutional racism and neglect. My purpose and
research, then, makes the connection between the lives of the students, their voice, and their
educational experience. The purpose, in other words, makes a connection to a complex, lived
world, in order to comprehend and transcend the occluded relationships between correctional
students and society (Tobin & Kincheloe, 2006), thereby, allowing a contextualization of the
efficacy of postsecondary juvenile justice education.
Positionality
My positionality begins within the CRT framework. I have lived a unique life that has
been undergirded by my unique racial and cultural experiences. But I think my experiences are
important because we are experiencing an interculturation of American life, and my experiences
show my deep personal and professional connection with my research. My personal experiences
express an interculturation because I integrate indigenous, Mexican, and Caucasian cultures that
have influenced my life and life’s work. Professionally, I have dedicated my career to working
for the establishment of new pedagogies and new mindsets towards marginalized students. The
scholarly experience has been the most unique because it shows the subconscious, unconscious,
and overt influences—negative and positive—that has led to this research.
The methods and frameworks applied to this research are done to honor my indigenous
brothers and sisters; for in my culture, one must honor the past before discussing the present and
future. Historically, the demonization of indigenous people began with the colonization of the
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Eastern and Western shores of America. Columbus wrote that he took the Arawak peoples by
force, including the murdering of these people, so they would tell him where there was gold (in
Zinn, 1999) in 1492. Approximately 400 years later, the purposeful execution of our indigenous
brothers and sisters continued to its apex with us losing 80%-98% of our ancestors in the
Americas (Dunbar-Ortiz, 2016). This is important within an educational context because the
emergence of Indian Boarding schools around 1870 focused on the mantra: “kill the Indian, save
the man.”
My positionality began then, in 1870, when the “Indian” included everyone in the land
that is shaded light brown and extends south, according to this map:
Figure 3.8

We are all indigenous to this continent, as mentioned earlier. I am neither Latino nor am I Indian;
I am both; I am indigenous.
I was born on San Carlos Indian Reservation. On my mother’s side, my roots come from
Durango, Mexico. My mother’s family migrated to Globe, Arizona to work in the copper mines
because that is where the “good work” was. My father’s elders were displacement Yavapai
Peoples, who were forced to San Carlos to work in the copper mines; in other words, they
walked the fragile line of slavery, experiencing the much less recognized “trail of tears”. On San
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Carlos, we lived in a small trailer. We had no running water, no electricity, and no gas. We were
perpetually camping. Some would think that this way of living is inconvenient, to use a
euphemism; but as a kid, I cherish my experiences. I felt completely connected with nature, and
there are times I long for the solitude and calmness of being in the desert without the influences
of modern society.
I moved to Santa Ana, CA when I was six years old to a small one bedroom apartment
just under the water tower, reminding me every day that I was no longer in the desert; a modern
day, anti-indigenous Gatsby-esque Dr. Eckleburg. This was the first time in my life I lived with
running water, electricity on demand, and a working stove. It was also my first experience with
people who were my brothers and sisters, yet I could not understand the disconnection. For
example, the kids in the neighborhood constantly commented on my long hair. I had never had a
haircut—or at least that I remember—while living on the rez. At the same time, we all looked
alike and we definitely lived similarly.
In school, it was the same but different. A dichotomy existed in school. On the one hand,
I experienced the same criticism on my appearance by both the students and the staff. Teachers
would question me about when I would cut my hair; also, I was not used to changing clothes
every day, so I had to learn the culture quickly. My academic success is the second part to this
dichotomy. Since I never had a television while on the rez nor in our apartment, I read a lot.
Also, I asked my teacher for extra homework. Interestingly, I was asked to take a test in the first
grade. The premise of the test was to see if I could skip second grade and go into third grade.
Teachers and staff used to tell me, “You’re pretty smart for a Mexican.” And I would respond, “I
am Indian.” The comment was not well received, to say the least.
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Even though there was the underlying racism in school, I found some sort of solace in the
academic environment; I experienced success as a student. Moreover, I was lucky that my
compadres (close friend) in the neighborhood recognized my academic success. My friends used
to take turns giving me a ride to school. It was not uncommon for me to get dropped off at
school; then, my friend would leave school. He would come back at lunch to pick me up or bring
me lunch. I would not see him until after school. I did not understand it as a teenager, but I
reflect on this experience fondly and with gratitude. Also, the stigma of being indigenous wore
off, and my long hair was no longer a detriment. After graduation, I became the first person in
my family to go to university.
My experiences as an indigenous person and Mexican have influenced my life
experiences, and it motivates me professionally. I began my career in juvenile justice education
on a cruise ship while I was on my honeymoon. I had just got married. Someone I began talking
with on the cruise ship mentioned that she had just been hired to become a substitute teacher, and
that it was a good job while going through graduate school. When I returned home, I took her
advice and applied to become a substitute teacher with the correctional educational district. I was
called a couple of days later for an interview at juvenile hall. After the interview, the principal
asked me if I will like to start the next day; my first assignment was security risk one (SRA1).
SRA1 was the classroom for all students who were awaiting trial or awaiting sentencing.
My job in SRA1 was to make sure the students did not fight. My classroom materials consisted
of lined paper and twenty golf pencils in a block of wood that had twenty holes—one hole for
each pencil. I originally thought this was ludicrous because I needed materials in order to teach,
but I realized that books did not equate to education. Unknowingly, I began the Socratic method
of teaching. We talked during our entire time together. We talked about their previous education,
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we talked about common interests, and we wrote about our conversations. The students learned
because in between our conversations I would slip in information that made them think. As a
result, I was learning to teach my students to learn; I was not teaching for teaching’s sake.
I carried this methodology throughout my 23 year career in juvenile justice education. I
mentor beginning teachers on how to use conversation as teaching methodology, especially with
alternative and correctional students. These are students who have not found much success in
academia, and it is our job to find the seed and plant it. Currently, I am developing curriculum
for the local correctional district with a cohort of recently released students. Students are learning
and enjoying the class. Students are laughing in my class. Other teachers and administrators want
to know what I am doing, and my response is that I am doing education differently than my
students have previously experienced. I had a duality of emotions this last graduation where a
student mentioned in one of her last classes with me that I was the first teacher she liked. I was
happy because it is always nice to have the admiration of a student, but I was disheartened
because this girl had gone through thirteen years of her life knowing nothing but negative
experiences in education. I know she was not the first, and sadly, I know she will not be the last.
Thus, continuing my passion to improve juvenile justice education and recognize the injustices
that are placed on my little brothers and sisters. This poem reflects my discontent and recognition
of the ill actions placed on me and my people:
Born Free

it’s a disease made like heroin’s hype
we are in the mind set to celebrate this disease.
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from the beginning your presence
devastating.
so I won’t celebrate america’s arrival;
I won’t celebrate AIDS or the flu;
because it is all a celebration of you.
wasted.
you perpetuate the lie of the american society;
I am not free in this democracy.
I became
possessed
in the new world
to work in a slave society.

I am taught today
and day by day to respect the
environment,
but it is the earth that deserves me respect.
to come into
harmony
with the universe,
the environment was tortured,
now feared.
we are ready to understand the ancient thought of my
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ancestors:
“be at peace with the earth.”

I lost my spiritual identity with religious
identification;
beads of christ ran down my forehead,
never under my skin.
I was
born free.
I see no humanity
in a country that treats me the way she does;
I tried to
breathe
in the uncomfortable land;
see,
survive in this god-loving country,
in this
murderous
god-loving country.

death
came to my people along with christianity.
no humanity.
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as for the holidays-meaningless.

I have no natural rights, no freedom.

what is there to celebrate?
I can’t celebrate where i’m from,
to celebrate the discovery of a new drug,
a new addictive high
as potent as heroin and crack,
to celebrate this flu
is to be connected with this old addictive chain.
I will not smoke
the disease,
nor will I let it travel
through my veins.
taught to “just say no,”
I say, “no,” to a celebration
of disease and unnatural drugs
created when my spirit
was lost.
my spirit will not
survive
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in this hardened witchcraft
and wise men,
nor does it want to.
I came into myself
to stop
spreading the disease.
Insider/Outsider
The desire to be an insider built the mask that I wear. In a way, I have always been an
outsider even when I was on the inside. The existence of the outside influence constantly
remained present, and the mask took the form of whichever group would accept me as an insider.
I took the form of the indigenous folklore character: coyote. The coyote takes many forms in the
Nonwestern Mythology, but its symbolism reflects the desire to change features to fit in with the
surrounding people and places. I always thought I was the only one who had these types of
experiences, but Morris (2013) showed that she had the same spiritual duality:
I would wear a mask so that no one would know that I was hurting inside. My
adoptive mother didn’t understand that this shield protected me from the hurt of
the outside would. It was my force field that wouldn’t allow unwanted people or
experiences to take advantage of me. It was through these experiences, I learned
that my outsider status did not only exist outside the home, but on the inside as
well.
Morris and I felt the pull of being an insider and an outsider, and this realization allows me to
become a better researcher because I learned that being both will help the research and not be an
obstacle.
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I am mestizo (indigenous and Spanish descent) for lack of a better word, but I have never
really belonged to “a group.” My life is a series of circles that intertwine and feed each other. As
an indigenous person, I lived a secluded life on the rez. I was Indian, but I hardly went to the
center of the rez, so I made few connections in my short time on the rez. In my short time,
though, I learned how to connect with nature; I was taught to be at one with the land because our
small family depended on the land to survive. I learned to hunt with a rifle before I was seven; I
learned to hunt with a bow and arrow before I was seven. Also, I learned the importance of life,
but none of this put me in the main part of the nation. I was an insider because I am Indian and
my mind and body encapsulate all that is Indian, but I am an outsider because I never
“connected,” maybe I was too young when I moved. Moving to Santa Ana was a big, exciting
change.
When I moved to Santa Ana, I began to feel the pull of cultures. The pull of my race and
my culture were playing tug-of-war. I had to learn to live in an urban community within a rich
Mexican culture that influenced my culture, so that I adopted my Mexicanism knowing I was of
Mexican descent as well. I adopted the beautiful culture that finds itself becoming such an
integral part of Southern California. The other pull comes from my Indian-ness. The discovery
and enlightenment that become the effect of understanding that the two are not pulling against
each other, they are really pulling with each other. I am a product of the unilateral influence of
the cultures creating an individual with an open mind and different perspective. In spite of
knowing and understanding where my cultural and racial roots grasped the firmness of the desert
and the concrete, I felt that my individuality needed work to allow me to be more of an insider,
but I am slowly realized that I can be an outsider and an insider simultaneously. In fact, I feel
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that this duality needs to be present because it will give me a unique perspective with my
research.
Similarly, my life walking the fence between an insider and an outsider surfaces in my
research. I am an insider because I have been incarcerated, and there is a connection among us.
At the same time, I have not returned since my release, so I have lost the “true” insider status.
One of the interesting things to recognize when I revisit incarceration facilities is to put myself as
an outsider because I am now a researcher. For so long I have viewed myself as an insider
because of my past. I felt I was an insider with the incarcerated juveniles on multiple levels: I
came from a similar neighborhood, I experienced and continue to experience the same culture as
they, and I understand the unfairness of the criminal system as one who has been incarcerated.
As I began to understand that I am now a researcher entering the facilities, I have lost my insider
status.
I have to change my perception because I realize, although I like to think of myself as an
insider, I am really an outsider once I approach juvenile justice education as a researcher. I need
“to seek a position that is unknowing rather than an expert” (Glynn, 2012). I have to understand
that I need to take a position of “unknowing rather than expert” because I have to understand that
each individual brings experiences that is unknowing to me. Moreover, I need to be “responsive
to cultural differences” (Glynn, 2012) because as a researcher I have created a cultural divide
that separates by understanding of their culture from their understanding of my culture.
Losing the insider status as an incarcerated individual did not change my perception of
being an insider from “the neighborhood.” Once “the ghetto life” is experienced, the insider
status among those of us that have grown up in “neighborhoods” will always share the
commonality. With my pursuit, I have become hyper-critical of researchers and studies that do
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not understand the ghetto culture as I have experienced it. This shared experience has created a
critical awareness and cynicism. Western research has overlooked or has been unsympathetic to
indigenous cultures in the past; this may be the reason why it “stirs up silence.” In this case,
Western research has overlooked incarcerated juveniles. A history of mistrust has been
established and this precedence has not been overcome because the wounds run deeply.
Moreover, recent events of brutality and overt racist comments and actions allow for the
perpetuation of distrust by the indigenous cultures; these ideas apply to juvenile justice education
as well. This puts the researcher in a precarious position because he or she has to overcome the
distrust, even though the researcher has not done anything to deserve the distrust.
When I hear the stories of the individuals, I understand the nature of the dialogue, the
foundation of their being. I understand the sometimes unfair institutional practices that have
brought them to incarceration. I understand that they are only learning the skill of survival, both
inside and out. I understand that this skill transfers to the outside world as well as the inside
world. And I understand that the skill becomes a vicious circle of negativity, not unlike an
inescapable maelstrom. The students find themselves becoming institutionalized as a result. One
action begets another negative action. This understanding fuels my desire to provide the students
with the skills necessary to offset the vicious cycle and reset the cycle of positivity and maintains
what little insider status I hold.
Despite understanding cultural similarities and cultural differences, I must constantly
remind myself of the new culture I have discovered within myself and use the knowledge to
move forward as a researcher. Going further with the above recognition, it brings into question
of who should be doing research, and I question if I am the appropriate person to be doing this
research because I have come to the realization that I must separate myself from my previous
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experiences. I question whether I have the privilege of researching this community or making
sure their knowledge is privileged (Tillman, 2014). Hearing the words of the incarcerated
juvenile constantly remind me of the experiences I have had. At the same time, it fuels my
passion to continue fighting for their educational justice.
The negative effect from this method of being in an insider is ironic. Being an insider to
many groups means that I was not an insider to any group. I was really seen as an outsider even
though I thought I was an insider. This irony played key roles in my emergence as an academic
because once I realized this, I became infatuated with reading and found that the only place I was
an insider was when I was alone. The positive effect of this realization showed that I had to
understand my own cultures and embrace them without the desire to be an insider but with the
wisdom know and understand that I will always be an outsider.
Trustworthiness
Although I feel my subjectivity roots itself in the biasness of experience, I feel
subjectivity is necessary for the perspective of the juvenile to be understood. I have felt that
education reform in juvenile justice education has been necessary for over ten years. There came
a point in 2004 when I realized that my experience in juvenile justice education was an anomaly.
For me, I learned how to be a student during my time of incarceration. I learned I had a love for
reading; more specifically, I had a love for reading literature and texts that questioned social
norms and social mores. The first book I read during my incarceration was The Bible, but it did
not speak to me as a spiritual text until much later in my life; it spoke to me as a civil
disobedience text. I thought the actions of Jesus of Nazarene were recorded acts of challenging
the social norms and preaching the word of love as a method of revolution from his current
government. The influence of reading The Bible as text snowballed into spending all my free
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time in the library, where I befriended the librarian, Mrs. Stoltz; she gave me texts that fueled my
passion for reading and questioning social norms. What I learned from that experience surfaces
in the trustworthiness of the research. The telling of my students’ critical stories through their
profiles act as a work of social justice due to the blending of narrative analysis and critical race
theory. This blends the social science perspective with creative art perspective, giving an indepth perspective to their ethnography. Telling the stories of the students promotes the
participatory “democratic description” (Moss, 2004). A review of trustworthiness and
intentionality of the research addresses Ferguson and Ferguson’s (2000) multiple purposes:
instrumental utility, enlightenment utility, symbolic utility, and emancipatory utility; my
association does not address Ferguson and Ferguson’s purposes in order, but the purposes are
addressed.
The enlightenment utility rears vis-à-vis my desire to continually research and grow as a
critical pedagogue and arts-based researcher. This desire to read certain texts continued upon my
release from incarceration, but there was a major difference. I became a critical thinker and most
of my high school teachers were threatened by this. For example, rather than accept certain
“historical facts” like the Spanish conquest of America, I began to make parallels to the African
slave trade. Or I was animate to my United States History teacher that the Holocaust was not the
worst example of intolerance; I argued that the invasion of the Americas and the purposeful
dissemination of the indigenous peoples in the Americas was the worst genocide in modern
history. Needless to say, my thoughts and thinking was not well received. Some teachers
welcomed the structured arguments; while, others sought to excuse me from his or her class.
Unknowingly, I was on the STPP. In all, I learned how to read and think in juvenile hall, but the
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epiphany of following the pathway away from incarceration and into the classroom did not
happen for another seven years.
Living the struggle and noticing the struggle are two different things; simultaneously, my
research began to explain previously unclear and disjointed beliefs, or symbolic utility. For
example, children do not know they are poor, but begin to notice it as they grow and see the
differing socioeconomic classes within society. I lived the same struggle as many of the
incarcerated youth, but I began to notice the struggle of incarcerated juveniles when I began
teaching for the correctional district. I found that the education a juvenile receives while
incarcerated is subpar at best, and my education in juvenile hall was self-motivated and not
because of good teaching. In fact, it was because of inferior curriculum that I began reading. The
major academic component of juvenile justice education is packets. The packets are assorted to
give the students menial work with no intellectual stimulation, a way to keep the kids quiet and
obedient. The students become compliant with the academic work because they are graded not
on academic performance but on behavior compliance. If the student does not cause any issues in
class, they are rewarded for positive behavior with higher grades. Although I do believe that
proper behavior in class is important for incarcerated juveniles, I do not believe it is the only (or
main) criteria for assessing juvenile justice education. In fact, using behavior as the main
assessment of academic performance is doing the critical thinker an injustice; it squashes the
critical mind. Rather, the critical mind understands and becomes conditioned to conform. This is
the biggest injustice for our students.
I believe this realization angers me most: the cultural, racial, and socioeconomic biasness
that occurs with our incarcerated youth begins at an early age and continues throughout their
entire life, thus, beginning my instrumental utility. It angers me that we are conditioning our
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children to be acquiescent to the demands of societal and neo-capitalistic norms. We are
preparing the children to become compliant, cheap labor. We are teaching them that social
mobility is just a dream, not a reality. The simple fact that the juvenile justice student is taught to
be compliant questions the validity of certain quantitative data. The fact the compliance is
encouraged gives the possibility of erroneous data. I think an honest, qualitative study can give a
better perspective on the state of juvenile justice from the inside point of view.
Bringing in the incarcerated and university student perspective concurrently with the
juvenile justice educational administrator allows me to answer the question of how we are
preparing our students for life after release from incarceration—emancipatory utility. I
understand this is a leading question because there are most likely two answers: either we are not
preparing the students for a productive life after incarceration or we are preparing them. I believe
we need to be aware to ask the right questions, though. If we are preparing them, how are we
preparing them and what is the intention of the preparation? If we are not preparing them for life
after incarceration, why are we not preparing them? These questions play a huge role in my
discontent with juvenile justice education.
My personal beliefs and professional experiences become my biggest strengths and
weakness. I have extensive knowledge of the politics and bureaucracy of juvenile justice
education because I have been either a teacher or an administrator within the secondary juvenile
justice education system for almost 25 years. This is a strength because I understand how
probation and correctional district approaches juvenile justice education. This is a weakness
because my understanding creates a biasness that is difficult to put aside. Smith’s (1999)
perspective asks the true question that remains unanswered: who gives an outsider [the
researcher] the right to speak for me [the incarcerated student]? Does having a degree and/or
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purpose for research allow someone to occupy a foreign culture in order to identify and answer
questions that may not be relevant to the culture being studied? In other words, if the culture
wants its customs to be studied, then why would the culture allow an “outsider” to do it rather
than having someone with the “insider” status do it? Of course, research will expose certain areas
that need improvement, and researchers tend to begin studying cultures in order to become
enlightened about the studied culture. These idealistic endeavors should be commended; but as a
member of the academic, indigenous, and a marginal culture; I remain skeptical based on the
experiences I described and similar, if not more traumatic, experiences not mentioned in this
paper.
Another area of trustworthiness are my cultures. The Westward expansion of
Americanized thought and culture, and the destruction it created in its path for my people,
continues to rear its ugly head within juvenile justice education. The scrutiny for celebrating
culture causes a profiling that leads to incarceration. And the celebration of particularly
identified elements of my culture while other elements of the cultured are villainized perpetuates
the destruction of the whole culture. Again, Smith (1999) comments eloquently on elements of
control the Imperialistic design has over marginalized cultures; she states that Imperialism
systematically controls its citizens in order to secure financial markets and capital investments,
causing economic expansion, human subjugation, ideas of realization, and expansive field of
knowledge. I feel the driving force of Imperialism became the catalyst to the destruction of
indigenous cultures. As a result, one can question history by questioning the subjectivity of
history. History becomes a subjective account of records and interpretations of the dominant
economic culture. It is only recently that we are being exposed to the history, folklore, and
beauty of our indigenous cultures, but the selective history accounts does more damage than

179

good if the entire history is not recognized; in other words, the entire perspective is necessary in
order for there to be a truly subjective account. I attempt to bring the perspective of being a
member, or have been a member, of all the described cultures to the research.
Limitations of ABR in a Juvenile Justice Setting
The limitations of this study involve two areas. The first is the dichotomy of
incarceration. My status as being formerly incarcerated and working for the benefit of those who
are incarcerated plays a subjective role. I know there is a better pathway for those of us who
were incarcerated or are currently incarcerated. This dichotomy plays a subjective role, thus,
created a limitation. Because I am so far removed from life on the inside, I am seen as an
outsider because I am associated with the educational system. There may be some resistance
from the students in their participation. In addition, I have modified the study to include
administrators from the high school in order to have a better representation from key participants
within juvenile justice education in the study’s county. Even though I have been a teacher with
the school district that provides the secondary education for incarcerated juveniles, I do not have
much contact with the probation department. Although probation’s participation had been
integral at the beginning, they have removed themselves from any participation in postsecondary
educational practices for incarcerated and recently released students. Since the study focuses on
recently released, their participation is not necessary.

3.6

Chapter Summary
The complexity of the critical race theory framework (discussed in Chapter One) lends

itself to be used effectively in an ABR project. There are several factors where traditional
research and analysis may overlook or not have the ability to produce a work that reflects the
diverse culture and experience of incarcerated juveniles. A different, more creative approach to
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assessment can be used to give the audience a better, more complete understanding idea of the
participant’s voice. Additionally, overlapping identities can be addressed within ABR to give the
reader a better understanding of the complex nature of life experience and its osmosis into
juvenile justice education.
Also, the theoretical frameworks discussed in Chapter One and Arts-based Research
methodologies create a unique and beautiful synergy. Although the theoretical frameworks and
methodology can exist on their own, the unification of the frameworks with the methodology
shows a symbiotic relationship within the structures of incarcerated juvenile postsecondary
education. The educator needs the cultural experience to swim in the, sometimes turbulent, ocean
of juvenile justice education. The educator needs the experiences—sometimes the drowning
experience—to stay afloat in that same ocean. Last, students, educators, and researchers can use
ABR to explain the cultural relationship that exists in juvenile justice education; additionally,
ABR can be the raft that helps the educator and researcher to truly understand the mindset of the
incarcerated student.
By understanding how ABR can become a true, unobstructed, transparent, and
unconscious reflection of the student experience, I can get a clear idea of what the academic
experience was for the incarcerated juvenile, especially when it is juxtaposed with the experience
of “traditional” college students. Using the short story, poems, and visual arts that emerged from
this research can explain this relationship. By reading and analyzing the story and the poem, the
researcher and education can have a better perspective of the student. Also, the educator and
researcher can coordinate the curriculum accordingly. The praxis of this analysis and
interpretation uses Dewey’s and Freire’s philosophy of teaching about and for the community
within the community. By analyzing the artwork, the educator and researcher can have a better
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understanding of the thinking process and priorities of the incarcerated student. In other words,
what good does knowing about certain European historical factoids if the student is more worried
about survival. Freire would agree that the students need to understand that they are survivors,
and they come from a people who have survived the most brutal holocaust that killed most of
their ancestors. Then, design our curriculum to incorporate the community-based concepts that
stem from this.
Postsecondary incarcerated juvenile education is an emerging educational concept.
Secondary juvenile justice education has laid the foundation for perpetual criminality and giving
the students’ a second-rate educational experience, backed by minimal academic support from
probation to continue into higher education. Secondary juvenile justice education and probation
do nothing to prepare the student for life after school or incarceration. Most research and practice
of postsecondary education for incarcerated individuals has been centered at the adult level.
There has been success and a great deal of research in adult correctional education. Little to no
research exists in the arena of postsecondary education for incarcerated juveniles. This
experience will open the door to new possibilities and new area of research for incarcerated
education.
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4

The Emergence of Voice: A Thematic Analysis of Artistic
Submissions

4.1

Chapter Breakdown
This chapter will present the themes that arose from the interviews and the artistic

expressions of the participants. The previous chapter introduced the participants and gave a brief
glimpse into the lives of the participants. This chapter will explore themes that began to surface
as a result of the different avenues of expression in relation to the research question and/or the
sub-questions. The themes that emerged were analyzed with the undergird of the question and
sub-questions:
Question
•

How did participation in a local university’s postsecondary pilot program (P.O.N.) impact
perceptions about student-inmates and their engagement in higher education?

Sub-Questions
•

What are the perceptions of student-inmates regarding their participation in the
PON program?

•

What are the perceptions of “traditional” university students after they have
participated in a postsecondary program alongside incarcerated juveniles?

•

What are the perceptions of the education administration who were directly
involved in the facility?

The research looks at the positive and negative experiences and completes the analysis by
showing how certain artistic expressions revealed, unconsciously or consciously, the underlying
academic experience of the student inmate and university student. In order to present this
interpretation as clearly as possible, I broke down the presentation of the themes by
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incorporating direct quotations from the participants, artistic representations from the
participants, and a collaborative artistic analysis from the participants. The thematic analysis of
the research was based on the interviews and an artistic representation of the university’s
program experience. The conclusions to the analysis needed participant input in order to avoid
bias. As a result, each artistic representation and analysis/interpretation was member checked
with the participant who submitted the work.
Because the dominant forms of art that were presented included visual arts, poetry, and
short fiction, ABR and Narrative Analysis was used as the framework for the analysis of artistic
representations. For the visual arts, it is important to connect the analysis to the research
question. Leavy (2015) explains the importance of art as data as it relates to data driven analysis:
•

What is learned would otherwise be out of reach?

•

What are the benefits of involving participants in art making?

The answer to these questions affirms the use of ABR and Narrative Analysis as forms of data
collection. The answer to the first question addresses the anxiety the participants may encounter.
First, the participants may not want to reveal some information through the interview process, so
the use of art becomes an effective method to collect data from a group that would have
otherwise been hesitant or acquiescent in their interview responses. Secondly, the use of art
allows the participants to dive into his or her unconscious to reveal what thoughts and feelings
may be laying underneath their consciousness. The answer to the second question is two-fold as
well. The first answer stems from the previous question; the benefits revolve around eliminating
the barriers that may exist as a result of being incarcerated or working with the incarcerated
population. Another benefit is that the students learn about themselves and how their experience
is reflective. Further, it gives a more rounded picture (no pun intended) of the experience
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because I am able to draw from several different forms of data to support my findings. Art as
data—in this case, interviews as well—allows the researcher to explore the interpretive process
without the limitations of the authoritative voice (Leavy, 2015).
Each group—incarcerated students, university interns, and administrators—was
represented in some way within each theme. At times, I created sub-groups in the theme; at other
times, I incorporated the research into the theme holistically. At the end of each theme, I make
the connection between the art based reflection and the themes that emerged from the research
by giving arts-based analysis. The driving question with the intention of the art was, “Give an
arts-based reflection of your academic experience” or “Give an arts-based reflection of the
university academic experience you had in juvenile hall.” I draw a connection between the theme
and the art. The purpose of using ABR was to make the connection between the educational
experience and the emergence of voice, so using the arts-based reflection from the previous
chapter as an unconscious reflection of the experience shows a clearer picture of the participant’s
academic experience.
Several themes emerged as a result of analyzing the interviews and artwork. The first
theme that emerged was the effect of how past educational experiences influenced their
postsecondary academic experience. Each group had different experiences but ended with an
overall common goal. The second theme I will present will be titled: “Life”; this theme explores
how life outside of the educational experience influences the educational experience and has led
each group to this common place because it was revealed that experiences with incarceration
played a role in participating in the program. Third, I will explore relationships. The
establishment, creation, and solidification of relationships that went beyond the academic
experience play an important role into the importance of the program. The last theme that
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emerged is voice. The idea that most of the participants found a particular voice, once again by
choice or unconsciously, reveals an important part of education: critical thinking and discussion.
In the end, the forgotten, invisible human becomes whole:

Figure 4.1
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Figure 4.1 gives a visual to the multiple themes that emerged from the research. The themes are
not unilateral; the influences and stimuli from the experiences that fall under the theme come
from all directions and have significant impact to the lives of the incarcerated juveniles.
In the past, academia and incarceration have not had a symbiotic relationship, especially
at juvenile corrections, but that is changing. Prior to current legislation that promotes education
for incarceration, there was systematic issue of maltreatment to incarcerated peoples that
included excessive use of force, cruel and demeaning practices, and inadequate education
(NCWD, 2018). These practices reinforce the trauma experienced with life on the outside.
Inadequate academic skills compound the factors that juvenile offenders face, for correctional
education focuses on the academic inadequacies—i.e., corrective reading, remedial instruction,
vocational training, and passing the [HiSET] test—(RAND, 2013)of the student rather than focus
on the student voice. If the consensus that incarcerated youth is in the most dire need of
educational services (Superville, 2015), yet their inadequately poor education reinforces their
academic struggle where the students blindly attend a school and achieve little to nothing, but the
reality is that they want something that represents their academic experience (Sparks, 2018).
Examining the relationship between academia and incarceration reveals the following four
themes that show a more “traditional” experience of education with incarcerated students.

4.2

Theme One-The Great Divider or Equalizer: The Educational
Experience
In order to begin discussing the educational experience, the School to Prison Pipeline

(STPP) needs to be revisited. The STPP is the systematic, punitive procedure that establishes the
pathway to prison. Although the educational system claims to provide programs that address the
STPP, research shows that the inverse is actually true. The funding model by our federal
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government has nearly doubled for jails and prisons, while funding for higher education and
programs that promote higher education, especially to our most vulnerable populations, has
increased by only 21 percent (Cole, 2019). The American Civil Liberties Union (ACLU) lays out
that there is a “path” to prison (2019). The pathway includes:
•

Public schools providing inadequate resource of students;

•

The correlation between zero tolerance discipline, suspensions, expulsions,
and other disciplinary policies with incarceration;

•

School Resource Officers (SROs); and

•

Alternative schools acting as disciplinary schools but are usually the last stop
into juvenile detention facilities.

Even minor exposure to the STPP increases the chances of students ending up in the system
(Russell, Skiba, & Noguera, 2010). Although the incarcerated students in the postsecondary
program were directly involved in the STPP, the educational experience of the participants show
that each group understood the important role the STPP played in education.
The Incarcerated Student and the Educational Experience
The discussion of academia and the academic experience of the incarcerated student
allowed me to make general and specific conclusions. In order to protect the anonymity of the
participants, and to ensure to limit any psychological and social consequences, I attempt to
address the concerns and participants with as little reference to specific details about the person.
In other words, I remain general with certain conclusions and references because getting too
specific may jeopardize anonymity. Even though the participant has been released from
incarceration, I feel that the experience was traumatic enough to ensure that any reflection
through this research will attempt to maintain anonymity.
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The incarcerated student’s experience includes a lack of resources, opportunity, and
curriculum. Certain resources that the traditional student would be familiar were nonexistent
with the incarcerated student. The first example is the internet. One of the basic support systems
in contemporary education is internet access, either by computer or phone, but the incarcerated
student lacks this resource. As a result, it puts the student at a disadvantage:
Because we don’t have internet in all our classrooms. The challenge is probation
has guidelines about being on the Internet, so that’s tough. And since we’re not
online, it makes learning difficult. We don’t have that capability yet. So, you can’t
depend on the Internet, and the fact that we have that issue. And then probation
wants to deliver something to these kids.
The reflection on the fact that the internet is an unavailable tool shows that the students
understand they are at a disadvantage. An important educational tool remains unattainable for the
students. But the students focus on glimpses of hope that it can be attainable by using the word
“yet” in the sentence: “We don’t have that capability yet.” This shows they are aware that it may
happen in time. Additionally, the students believe that the Deputy Probation Officer (DPO) is
trying to provide them the resources to succeed: “Probation wants to deliver…” There are two
conclusions that can be drawn from this statement. First, they believe the DPOs are trying to
provide the items for the students to succeed. Second, the incarcerated students think that there is
hope the tools for academic success will be delivered eventually. This is supported when a
second student stated:
But I know it’s very limited resources in there, so it just takes a little longer.
There is a resolve in that statement. It is not giving up, but an acceptance of their situation and
doing and understanding that situations like these are part of incarcerated life.
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Secondly, academic opportunities are limited for the incarcerated student. Even though
probation will justify limiting resources like the internet, the limitations placed on academic
opportunities were unjustified because providing additional higher education opportunities
expanded the realm of possibility for the incarcerated student. In addition, the incarcerated
students understood that by expanding their opportunities, it will expand their critical thinking.
Expanding the academic opportunities for the incarcerated students fulfilled a major
psychological issue: frustration. Because there was a lack of postsecondary opportunities for the
students, probation recirculates the student who has graduated back into the high school system.
The recirculation back into high school classes created frustration among the incarcerated
students because they completed a milestone in their academic career, but there was not a
cognitive reward for high school completion. Comments about not wanting to go back into high
school classes surfaced frequently, especially since the students knew that they could not express
their frustration without consequences:
It’s really a downer because you get stuck having to find something to do. That’s
like again being thrown into those high school classes and it just gets frustrating
because you’re like, "I already know this stuff. I already graduated. Why am I
doing this?"
The incarcerated students understood the dynamics of class creation, i.e., staff issues, class
offering, and curriculum adoption; yet, they understood the overall benefit of expanding the
academic opportunities for the students:
if there was open more classes, college classes for these kids, that it will create a
problem where we have to hire more staff, more people. What do we do with the
younger kids? The older kids, do we separate them, or do we intertwine them? But
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besides that, that’s really the only issue they have. But I believe it would be really
beneficial for the kids. That way they’re not, "Hey, I graduated, but I’m going to
be thrown back in high school."
This unselfish tendency of knowing the overall benefit for incarcerated students shows that the
students knew the benefits of postsecondary education for incarcerated students. It will,
ultimately, create a more copasetic academic environment:
I know it’d be beneficial for students more so that way they’re not stuck like how
we said as far as when they graduated, and then they get circled back into high
school classes…I would say those barriers kind of prevented moving forward with
a lot of things
Creating postsecondary opportunities for the incarcerated student will free their minds (pun
intended); it will un-“stuck” them from academic purgatory and, hopefully, allow them to
understand their intellectual capabilities.
Lastly, the differences in curriculum stood out as a factor that created a different
perspective the incarcerated students had about academia and about themselves. On the positive
side, exposing the students to different curriculum options and ideas showed them that there was
more to academia than just the essentialist education they previously received:
The positive aspects were since there were so many of them, different subjects and
different majors, I know it helped a lot of people as far as helping them decide
what they may want to do with their lives, give them different points of view.
The above quote indicates that the students were unaware of the different directions one can take
in postsecondary education. It explains that the parameters of educations were limited, and the
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incarcerated students found that by exposing them to university-driven education with diverse
students showed them the possibilities within academia.
Another concept that was learned by exposing the incarcerated students to a more diverse
curriculum was the personal experience. One incarcerated student refereed to it as a time
investment. And that by taking the brick-and-mortar classes the students needed to invest their
time into the class, for they understood that college classes became equated with investing time:
Just by investing your time into your classes was impactful…[distance learning]
wasn’t challenging. It was work. It was like here’s your textbook, here’s your
workbook, read that, fill that out, and send it to us.
There is an inference of mundane, clerical work that perpetuates the typical education students
from the lower socioeconomic class has become accustomed. But by exposing the students to
postsecondary—university driven—academic work that encourages critical thinking gave the
students the ability to juxtapose the difference in academic delivery. Their insight once they
understood that there was another type of education available legitimized the belief that
postsecondary options were necessary:
It was obviously the critical thinking aspect of it and challenged us to think about
certain topics and, for me it was just like learning how to take different
perspectives or looking at all different perspectives and then formulating my own.
[The class] really did, I guess, up the ante on that.
There are several notable items in this quote. First, the fact that the class “challenged [them] to
think” is extremely important. The students were not resistant to being asked to think or
formulate thought; they welcomed it. Second was that they saw the class as a way of taking what
they perceived as a normal education and saying there is more, and here it is. Now can you, the
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student, rise to this new level, this new challenge? The answer in the following quote affirms that
these “forgotten students” not only rose to the challenge, but surpassed even their own belief:
it was an eye-opening experience. It was very impactful in my life. [The
professor] came in and taught sociology, so for me it was like an epiphany. I saw
direct correlations between what [was being taught] and then how I grew up and
my current situation. Before I started higher ed, I guess in essence I was ignorant,
this really gave me empowerment and it gave me the knowledge I need for what
I’m doing now.
This quote shows that the raised expectations not only gave the student the mindset and
preparation for life within society, but it gave them the confidence to understand that they had
the intelligence to succeed beyond life behind concrete walls.
Arts-based Analysis of the Educational Experience
Figure 4.2
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This is a painting drawn by one of the student inmates. Its medium is acrylic on paper.
This paper gives several images that represent the academic experience of the incarcerated
juvenile. The painting shows the coldness that the images of a snow-covered ground and a snowcovered hill. The coldness represents the academic experience by exposing that the artist felt that
there was no life in education; there was no experience at all. There is no life in the painting; the
landscape is barren, dark, and mysterious. Another reflection of the academic experience are the
eyes in the cave. The eyes can be interpreted two ways. The first interpretation can be the eyes
represent a mystifying unknown. Since the eyes do not look inviting, the idea of the creatures
dwelling in the cave does not have the best intentions for the isolated individual. This reveals the
second interpretation. The individual standing in the cold looks away from the cave, so the cave
is not a place of safety, warmth, or comfort in an area of coldness and isolation. The academic
experience for the incarcerated juvenile is the exact same experience. The embrace of the
educational experience has left the incarcerated juvenile feeling the cold, barren, and isolated.
Interns and the Educational Experience
Whereas the incarcerated students presented observations that reflected the emergence
into higher education, not unlike incoming first-year students, the student interns presented a
different perspective about the postsecondary education program for incarcerated juveniles. Each
student intern was either in her last semester or in the last year of her undergraduate program, so
each student had extensive postsecondary academic experience. In other words, the student
interns understood the depth of postsecondary education’s purpose to encourage critical thinking.
While it took a number of weeks for the incarcerated students to begin to feel comfortable with
establishing his voice, each student intern brought her voice at a much earlier time within the
program. Consequently, to parallel the experience of the incarcerated student, the sub-themes of
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the academic experience, curriculum, and opportunities emerged as recurring thoughts and
observations.
Primarily, the interesting idea of educational opportunities created a unique juxtaposition
within the group. The most obvious observation lies in the fact that the student interns were from
a local, small university that is known to have students of privilege as the predominant make-up
of the student demographics. One of the first examples occurred on the first day the student
interns visited the class. One of the interns came to juvenile hall wearing jeans and a t-shirt that
covered most of her torso. The outfit was quite conservative compared to the dress of most
young adult women. Immediately, the lady at the front desk informed the student intern that she
will not be allowed to enter the facility unless she “covered up” the brief amount of torso
exposure. Needless to say, the student intern was shocked over the opposition to her dress.
Probation gave her a long, white t-shirt, and the student intern wore it while she was in the
facility. This experience showed two perspectives. One, it showed the student intern the amount
of security and scrutiny the incarcerated students endured every day. Second, it presented a
different academic experience for the student interns, an academic experience that differed from
what she was familiar; in other word, oppression to freedom of thought and expression stopped
at the front door.
Beyond that, the student interns brought a sense of legitimacy to the academic
experience. Although being in a class with a university professor give the outsider the sense of
legitimacy, it was the presence of the student interns that brought the highest level of legitimacy.
One student intern commented on their presence:
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I thought it was important. For all of us to be college students who tend to be
more studious and have a more serious outlook on college. I think that was
helpful for them.
Rather than look too deep into her comment, I think she was commenting on the idea that once
university students began attending the class, the incarcerated students began to learn the
nuances of being a college student: studying, preparation, and critical thinking to name a few.
The incarcerated student reaffirmed this sentiment:
I believe the biggest thing that they brought was that it’s more of an outside,
“Hey, we’re not in juvenile hall. We’re in this program. It’s college.
The academic experience and legitimacy of the program brought by the student interns
transcended the walls that keep the adjudicated juveniles in and the rest of the world out. It is a
small observation, but a huge experience.
Once the student interns began the class, they began to experience the dynamics of
curriculum and the class. The curriculum was meant to challenge their notions of social
constructs as well as the social construct of the incarcerated juveniles. The student interns
learned alongside the incarcerated juveniles. For example, during a thematic lesson about
poverty, the student interns understood that the incarcerated juveniles brought the lived
experience to the class:
At first, I was conflicted when in reality they live and understand about poverty,
racism and guns much more than any of us could.
There was the learned experience that the student interns knew no book could teach them, but the
experiences of the incarcerated students give a deeper perspective than the text. The student
interns made an astute observation about the curriculum, though. They felt there was a lack of
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full commitment because the class was given as a pilot; therefore, there was no college credit
given for the class. This affected not just the curriculum, but it affected the learning and
reinforces that the student wants something to represent their academic experience:
There was a lack of motivation, at times, to do the work. I think a big part of it
was the credit.
And
I don’t think it was anything on the part of the professor, I think it’s just he
credits, or lack of, that affected the motivation.
Even so, the student interns found that despite the situation of not receiving credits was an issue,
when the curriculum covered “things that [the incarcerated students] experienced but have never
seen in writing…that’s what is going to capture their attention.”
With the exposure of curriculum, the exposure and relationship between higher education
and opportunity became pertinent. One of the important elements of opportunity is the resources
available to the students, yet there are resources that may not have been as readily available if the
program did not exist. First, while they were in the program the student interns deduced that the
incarcerated student needed more help than what they were receiving during the class or while
the incarcerated student was in his unit. As a result, the student interns created a “study” class.
The student interns took it upon themselves to create a specific day and time where they would
go into juvenile hall and provide extra academic support for the incarcerated students. The
student interns would help the incarcerated students with the writing assignments, but it
expanded from there. Frequently, incarcerated students would bring in their homework from
their distance learning class, and the student interns would help them with their distance learning
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classes. The student interns provided a valuable opportunity for the incarcerated students, the
opportunity of support. This idea was frequently referred to in the interviews:
For us being a support for them was valuable for everyone…for them
[incarcerated students] they now have resources on the outside that they wouldn’t
have had.
This quote refers to the expansion of the academic support to the non-profit organization,
Underground GRIT. Underground GRIT created an academic support program for incarcerated
juveniles, but importantly, it was started by one of the former student interns. The understanding
that academic opportunities become created and are comprehensive was a learned experience by
all student participants.
Arts-based Analysis of the Interns’ Educational Experience
Figure 4.3
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The medium for this painting is acrylic on canvas. There is dramatic contrast between
this portrait and the one submitted by the student inmate. First, this picture is of a baby, which
symbolizes new life, hope, and innocence. The baby is sitting under the sun, and we know that it
is probably sunny because the baby is wearing a hat and sunglasses. There is a brightness in this
painting; the brightness that the intern may associate with higher education and her experience in
education. Another interesting part to this painting is the reflection on the sunglasses. The
reflection is of the juvenile hall class. The baby is presumed to be looking at the class; this means
that the class is in the sunshine also. This is a very interesting perspective because it is a
reflection of incarceration in the sunlight. The artist, then, sees this class as an opportunity for
students to have the same experience as she had. Education can take these students into the light.
Moreover, the people who are reflected in the sunglasses are smiling; one person in the right lens
is hugging another, an action that would have never occurred in juvenile hall. Another act that
would not be seen in juvenile hall would be the raised fists. There are approximately 20 raised
fists. The raised fists have several interpretations of symbolization, but I think in this painting the
raised fists symbolize resilience and enlightenment. The student inmates and interns have
overcome a major oppressive force named education, and they also have found their voice in the
process. Last, the words on the margins, “We all dream under the same sun”, reinforce the
feeling of joy and hope that the program brought to the student inmates and the student interns.
Administration and the Educational Experience
Even though the role administration played may seem minimal, administration held
particular importance. Administrator’s role influenced the students and the program.
Administrators influenced the students because the administrators in this program recommended
which students participated in the program. Administration was the first line of student
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participation. Secondly, administration held an integral part of the program because they were
able to hold approval on the classroom, technology in the classroom, and curriculum (to an
extent). In essence, the academic administrators at juvenile hall participated in the academic
experience, the curriculum, and the opportunities—three important themes that emerged from the
research.
For administration, the academic experience revolved around providing the incarcerated
students’ academic experiences. Even though the academic administrators understand that the
students, technically, do not fall under their academic umbrella, the academic administrators give
a sense they still felt that the students and the students’ academic experience, remained
important:
Even though we’re no longer receiving ADA [average daily attendance] or really
technically responsible, we’re just not going to drop these young people in
probation’s laps. So, we’ve been trying to do programs to help so it does facilitate
the transition [into higher education].
The administration’s commitment to the students’ academic experience is revealed by
administration’s commitment to helping the students continue with their education and not
eliminating them from the academic experience because they no longer have to provide services.
Even with the knowledge that the students are no longer part of their program, the administrators
continue to work for academic services:
But now we just a little bit more to be able to offer more service. We have
paperwork signed; the computers are just about here. There’s always one more
thing we have to do, and it’s going to happen.
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Administration understands that the academic experience relies on a multiplicity of elements
working together; the academic administration in juvenile hall shows that their optimism and
hard work can improve the academic experience for the student.
The challenge of curriculum remains an issue, especially at the administrative level. The
academic administration at juvenile hall understands that the students come into the program
with certain deficits that need to be addressed:
Their literacy skills aren’t the best. They really need practice on reading and
writing. A lot of them English is their second language and we’re constantly
dealing with that, as well, with vocabulary and academic language and just the
experience of having that college curriculum is problematic I think for them. But
it’s not that they don’t have the intelligence, it’s just that they haven’t had the
experience.
There are two important observations with this quote. The first is that there is an understanding
that language and writing skills need addressing, especially at the secondary level. The
understanding that the students are not familiar with the language used in academia creates a
challenge because academic language is an entirely different language than standard American
English. If the students are learning American English concurrently, it compounds the frustration
of learning academic language. Secondly, administration understands that this hurdle is not a
lack of intelligence; it is a lack of “experience.” The students do not have academic skills that
come with academic experience. But it is only by increasing the opportunities that one can
expand the experience.
Academic opportunities remain the biggest obstacles for incarcerated juvenile, but
academic administrators have the ability to provide and expand the academic opportunities for
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the incarcerated juveniles. Bringing the local university to be a part of the academic program was
a step in increasing the educational opportunities for the students:
I think that success with [the university], with [college], because they know they
can do the classes and I think what happened with [the university], they [the
students] get the confidence that they can be a college student. I think this is
terrific.
The challenge with providing the opportunities is the obstacles presented by working within an
institution of incarceration. Yet, the administrators continue to explore options:
Finding programs that they [the students] are capable of doing and that we can
bring to them. I think there are great things about to happen here. We’re offering
Mountain States classes [online college] as well as CTE (Career and Technical
Education) classes.
The exploration of classes and opportunities continue to be administration’s challenge, but the
need exists, and the motivation exists.
Arts-based Analysis of Administrator Submission and the Educational Experience
Figure 4.4
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I think the Wordle used by one of the administrators is the perfect representation to the
administrative perspective in this process. The combination of the Wordle with the interview
excerpts gives a true perspective of the administrator’s thoughts on their experience. It shows the
multitude of thoughts occurring simultaneously, and how they are constantly trying to prioritize
in order to best serve the student. In the case of the postsecondary program at juvenile hall, it was
one more thought that the administrators added to their jumble of thoughts. But the bottom line
for the administrator surfaces in the interviews and in the Wordle: they want the incarcerated
juveniles to have a positive academic experience. Words like “clearance”, “tutors”, “works”, and
“lecture” are the larger words. This is the opposite of words like “curriculum”, “class”, “school”,
and “probation”; which shows that the former group of words hold more importance that the
latter. The former set of words is the types of words that are used in the function and
maintenance of the program, while the latter are words that deal with the classroom. In other
words, the administrator looks to ensure the program is functioning effectively. This area of
leadership is important for the success of the program. The following diagram gives a simplified
breakdown into how the positive or negative influence the academic breakdown has on a
person’s life:
Figure 4.5
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4.3

Theme Two-The Divided Path in the Concrete Forest: Life and Its
Impact
Incarceration impacts the person who is incarcerated, and it impacts those who have a

connection with someone who is incarcerated. This leads to the second theme: incarceration.
Within this thematic analysis, there are two areas that emerged from the research. Two points
emerged from the thematic analysis; in essence, two trajectories emerged from the student
inmates and interns: one was the pathway to higher education and the other was the pathway to
incarceration. The analysis takes this further, though. Rather that notice that each participant
experienced the trajectory, it is important to note that there was one particular moment in each of
the participant’s lives that became the catalyst in the direction they took. For example, each
individual experienced a moment when he or she made a decision to focus on an area of social
respectability or made a decision to focus on an area of criminality. The participants’ decision,
then, became the trajectory into higher education or into the criminal justice system.
Student Inmates and the Impact of Life Events on the Educational Experience
When discussing the reasons that explain why students, or juveniles, end up in
incarceration, there is significant research that explores the STPP, but it is not enough to
understand the STPP. As researchers, it is our obligation to understand why the juvenile became
incarcerated and the effects of life choices and its relationship with education. Each participant
was flippant with his attitude with education. Contrary to the belief about the STPP and a
delinquent’s attitude toward school, the participants did not have any positive or negative attitude
about school. In fact, school was “just there” for our participants. School either became a source
of frustration for the student, or it held not importance for the student. The latter is the bigger
issue. If the student has no connection with academia, the student has no investment in academia;
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therefore, the student lacks motivation to care about school. As a result, school becomes the
former: the source of frustration. For example, when a school, or teacher, has lower hopes for a
student, the student has a tendency to show disruptive behavior (Demanet &Houtte, 2012). This
cause-effect relationship furthers the divide between school and the at-risk student. Once the
student begins down the pathway to prison, it is difficult to reverse the descent.
Each participant experienced this dismissiveness about school. For example, one
participant noted:
I thought school was a huge joke, which I did not take seriously in the slightest
bit. Once I began high school, I completely lost interest due to my teachers. The
self-fulfilling prophecy of what society said I would become became a reality in
high school. I was treated unfairly because I was dubbed the “problematic kid”
and I did not consider my school staff to be my friends. On the contrary, they were
like my enemy, which looking back makes me realize how bad my school lacked
resources to help kids like me.
Here, there is a definite disconnect with school. The participant had no desire to continue with
school for a variety of reasons but recognizes that the divide between him and school exists and
became a justification for his lack of attendance. The second component of this quote shows that
the student reflects on his experience and understands that if there was a connection, the
possibility of his deviant behavior may have been stopped. Research shows that this student’s
experience is avoidable. Murray and Naranjo (2008) note that having a supportive relationship in
school lessens the chance of a student dropping out of high school.
A second participant had an entirely different experience in school. He experienced a
more flippant view about school:
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I was just a kid who stayed home and did homework. I was not social. As a result,
I did not have many friends.
This student played the role of invisibility in his academic experience but playing the role of
invisibility acts as a factor in their academic experience, thus, leading to them dropping out of
school. The strategy of invisibility, or avoidance, represented patterns of resistance, which is a
passive-aggressive form of deviance manifesting in truancy, drug use, and spacing-out (Lessard,
Butler-Kisber, Fortin, Marcotte, Potvin, & Royer, 2008). As the participant began to experience
social acceptance, the deviant behavior led him on the pathway to juvenile prison.
As with all the participants, there came a time when a number of events put each
participant in a situation where he or she had to decide on the direction, thus, compounding
deviant behavior or compounding academic success. Even though the participants in this
research follow some elements of Entwisle’s (2004) conclusion that dropping out of high school
was a result of a process versus a specific event, the participants in this research found that the
event that led to criminality vis-à-vis negative academic experiences was poignant in his life. In
other words, each participant can pinpoint an exact time when he decided that choosing deviant
behavior took precedence over normative behavior.
For the participants, the significant moment was an exact cognitive decision. Each
participant came to the decision differently, but each could identify with the moment at a
significant point. For some, the moment was a reflection on individuality; the deviant behavior
was a reflection of the individual’s decision and self-reflective. For example, there was a
moment when the participant threw caution to the wind:
The first time he [a friend] had told me about going to a party I told him that I
wasn’t really interested because I was not into those kinds of things. But I gave it
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some thought. Soon enough I started going to these parties because he had
persuaded me into going because he had told me that he would help me get with
girls…as soon as he had said he would get me with girls that instantly triggered
something in my brain saying “go ahead and do this! This may be your only
opportunity that you’re going to get. Well, I took it.
This exemplifies the sentiment of not caring about the consequences; in addition, it signifies the
importance of peer influence. Subsequent behavior followed in a vicious circle pattern that
ultimately ended with the incarceration of the student.
A different example shows the reflective nature of the students by their explanation of the
deviant behavior that led them to incarceration as a social issue. One example reflects on how it
is a combination of individual and social perceptions that influenced the deviant behavior:
This problem [incarceration] is rooted deep inside who I am; it does not only
have to do with education but with how society perceived me and how I was
stereotyped and discriminated against…I did not have anyone to stick up for me.
No one believed in my ability to succeed.
This example confesses that the issue of deviant behavior and incarceration is individual, but it
also is a direct accusation to society. In other words, if this person would have had the
opportunity to experience success, he may not have been in his situation. Further, he is aware of
the racial and cultural issues that influence his behavior and society’s perception of him. This led
to his significant event:
I had finished a test a lot quicker than I anticipated and the teacher [name
withheld] accused me of cheating because I had not missed a single question and
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decided he would fail me and send me to the principal’s office. That is the day I
gave up on school. I finally just said screw it and gave up completely.
A similar example is best exemplified by a succinct by a different participant in the research
when he explains, extremely calmly, the internal, cognitive reflection behind this moment:
There comes a point in everyone’s life when they have a significant
revelation…this specific moment occurred in my life…this moment helps them
[incarcerated people] grasp a deeper understanding of themselves.
The deeper understanding the student inmates grasped was being able to identify that the
moment of significance exists; an epiphany exists that they were not aware until the reflection
was revealed. But for these student inmates, the reflection, the deeper understanding, came too
late to keep them from incarceration. For others, the moment is significantly different; for the
student interns, the moment took an entirely different pathway.
Arts-based Analysis of the Incarcerated Student’s Submission and Life’s Impact on the
Educational Experience
The following are excerpts from a short story written after the interviews with
participants reflecting on their experience with the juvenile justice system. The protagonist’s
name was changed to help insure anonymity:
[Richie Dagger] sat on a rock. The cool onshore breeze made his long
black hair flow behind him. The Monterey Bay made Richie think of the lost
loves. Everything seems to have gone in the past. All the ancient love stories
about how this girl would last longer than the others. That was all gone, too.
Looking into the future made him feel different. He forgot what it was like to be
himself. But he sat on the rock overlooking the sea, staring blankly over the great
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vastness of the entity that was no longer for him. He sat alone in the breeze. The
birds must have been asleep. Richie reached in his pocket and took out his
American Spirit and papers. Rolled one, lit, and took a big pull. He watched the
smoke go behind him.
This passage shows a reflection occurring with the main character in this story. There is
sadness in this reflection by having the main character reflect on “lost loves” and “ancient love
stories.” Here, Richie is reflecting on his past. As with the student inmates, there has to be a
decision to let go of the past in order for the present and future to exist. But to get this realization
may be overwhelming; this is shown by Richie “staring blankly” into the emptiness of the ocean.
There is a subtle contradiction in this story. Richie is looking ahead at an unknown while
everything he knows is in the past. Whether it was incarceration, or the educational program, or
both, the student inmates were put in this position of reflection on the past and reflection on the
present.
The ocean looked warmer when the sun started to go down. The shifting
offshore wind kept him warm in the oncoming night. The serenity of the
Monterrey Bay at sunset put all the nightmares rest, giving him a bit a peace. A
poetic form of drunkenness. True poetry without mentioning a word. Quietness
lingered with the smoke. People weren’t around to offer a hit...or a smack ...or
ugly sex. Richie sat and watched the ocean’s smooth back. She was clean. The
green ocean ran over and through Richie. He was content to be there.
Sometimes the rush of the offshore would send Richie’s hair flying into his face.
Richie wasn’t alone anymore; out in the sea, a single pelican glided over her. It
worked the smooth wave. It was going wherever the wind and sea took it. It was
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one beautiful, motionless, monotone, sex vibe. The voice from behind him came
back. “What’s the matter little boy? Tch tchtchtch, do not be sad...”
Richie wanted this voice from his past to leave him alone.
“Everything is going to be o.k. Tch tchtchtch. Do not be sad little boy.”
Richie started to get upset again. He got up and turned. When he turned
around, he saw a 6’ Indigenous man looking down at him. His long, flowing,
black hair flew like the bird out in the ocean. Richie stood transfixed by the
blackness of his own eyes reflecting from the blackness of the eyes of the
Indigenous man. Finally, Richie looked down and saw the ground reaching for
the feet of the Indigenous man, but it was always one or two inches away. Richie
kept looking down out of respect.
The Indigenous man took a deep breath and bellowed from within in a
deep voice, “STOP!”
The second excerpt comes from the end of the story. It gives a setting of warmth,
serenity, and cleanliness. This setting shows the emergence of newness within Richie and gives a
positive outlook for his life. The use of the words and phrases “content” and “wasn’t alone
anymore” shows fluidness that brings a refreshing feeling to Richie. Contradictory to this tone,
the past is constantly with Richie, just as our participants can never get rid of their past. The
voice, which symbolizes Richie’s past, returns; and Richie wants the past to remain in the past. It
is Richie’s recognition of his indigenous ancestry that allows him to let go of the past. This was a
predominant theme in the curriculum: social structure and capital. So the Indigenous man in the
story comes to Richie to tell him to let go of the past and move forward.

210

Interns and the Impact of Life Events on the Educational Experience
Rather than focus on the attitude toward school, because there is a presumption that the
interns from the local university have had a positive experience in academia since they are all
graduating within five years and enrolled in the university directly from high school, the
significant impression from the interviews revealed two important details. The first detail is the
connection they had to incarceration. The second detail is that they experienced a different
“moment of truth” where the interns made a conscious decision that school was the pathway for
them.
The first impression from the interviews revealed that the interns experienced a
connection to incarceration. They were not incarcerated themselves, but they experienced the
nature of the STPP through the lives of a relative or someone who was close to them. This was
significant because the interns understood that certain experiences within school and with the
police resulted in a negative outcome. As a result, they sought to consciously avoid
circumstances that another close to her experienced. One example shows the simplicity of the
connection between deviance and incarceration:
My cousins that went down the wrong path lived across the street from me. I
think, personally, having members who went down the wrong path and never went
to college and ended up having poor circumstances; it meant something to me
that I’d be able to help [the student inmates] even if it wasn’t my whole family.
The above quote identifies the purpose behind the intern’s intention and motivation for joining
the program. This person vicariously experienced the STPP through her cousins. And she felt
that being in the program was cathartic; even more, helping the inmate students was more of a
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repayment to her cousins; her involvement was a metaphor for insuring her place within her
family. A different intern had a similar motivation for joining the program:
My boyfriend’s brother, who is now passed away, he got shot, but he was a gang
member and he was in juvenile hall since he was in fourth grade, in and out, in
and out. I never met him, so I see how it affects his mom and my boyfriend. I see
the personal, like how it affects people.
This experience is a direct connection between the intern and incarceration. The damage that
incarceration inflicts on the incarcerated and the people around them became a motivation for the
interns to participate in the program. In a way, it was their way of connecting with the student
inmates. It was their way of being an insider, yet, with outsider status. This connection is
important because it takes away any magnanimous levels the intellectual playing field. This
connection says, “I know what you have been through because I have seen it and have
experienced it in this other way.” It shows that this connection is transcendent.
Secondly, the interns found a way to use their observations about those around them as a
factor of motivation to focus on school. The use of deviant experience as motivation to excel in
academia is striking because the interns found that the experiences of the people close to them
not only became motivation, but one can infer that these interns were close to making similar
decision that may have affected their entire academic and life experience. What makes the
decision striking is the picture that I got during one interview:
You look and in the house its babies. It’s semiautomatics; they’ve got gang stuff
going on, and this is the family portrait. So it’s a completely different
indoctrination that they have to overcome.
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When a child (15-18 and younger) witnesses this picture on a daily basis, it distorts the picture of
normative behavior. The person who witnessed this “family portrait” understands the fragile line
that she walks in order to understand the importance of her decisions to focus on academia. A
different example shows how the intervention, positive and negative, by others played an
important factor:
We had parents who were really strict and hard on us and would scream at us
and like throw things. For us, for my brother and I, that meant that school was a
place where that didn’t happen. And so that’s why we did well in school. For my
cousins, it was different because they didn’t have those restrictions and so they
ended up meeting the wrong people and hanging out with gang members and
being incarcerated.
Two things stand out in this quote. The first is the tumultuous home life that was experienced by
this participant; it is a home life that is not too different in a general sense from the first example.
Both experienced forms of psychological abuse. The only difference is the context of the abuse,
but both perpetuate gang behavior. This person could have chosen a similar path of the inmate
students but made a conscious decision to find a different “safe” space: school. This decision was
the primary factor in the two directions the students went.
Arts-based Analysis of the Student Intern’s Submission and Life’s Impact on the
Educational Experience
A Freedom Unrealized
I
never really gave
much thought
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about what freedom is
and what it means to me

Until
I walked
through doors
and doors
to get
to a classroom
whose roof
was covered
in barbed wire

I never
really gave
much thought
about what freedom
is
and what
it means to me

Until
I realized

214

I don’t need
to ask
for permission
to go outside
and feel
the sun
on my skin

I never
really gave
much thought about
what freedom is
and what
it means to me
Until
I realized
one mistake
could take it
a
w
a
y
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This is an interesting poem because it shows a progression from understanding what
freedom is supposed to be to what freedom actually represents. The title, “A Freedom
Unrealized”, sets the tone of the poem. Using the article “A” indicates that this is a singular
realization. It represents that freedom is an individual experience, and freedom differs from
person to person. The second aspect of the title that sets the tone is the use of the word,
“Unrealized.” This foreshadows the meaning of the poem. It lets the reader know that there will
be a transition from realization to un-realization; the concept of freedom is taken for granted
until one loses his or her freedom. Upon reflection, the individual has the revelation that freedom
is not guaranteed and can be taken away.
The first stanza expands on the title: “I/never really gave/much thought/about what
freedom is/and what it means to me.” Here, the author both the ambiguity of freedom and how a
person can take the concept of freedom for granted. This is shown when the author explains that
freedom is never contemplated; also, the author has never conceptualized freedom. The author
has never contemplated that freedom is a privilege versus a right. The second stanza shows the
author coming to the realization that freedom can be lost, but this is indicated by walking
through the gates of incarceration: “Until/I walked/through doors/and doors/to get/to a
classroom/whose roof/was covered/in barbed wire.” The word, “Until,” shows the realization is
immediately recognized by entering an incarcerated facility. The author does not understand that
freedom can be taken away, but the author needed to have the experience of losing “freedom” in
order to come to this realization.
The conceptualization of freedom is reinforced in the third stanza: “I never/really
gave/much thought/about what freedom/is/and what/it means to me.” The author repeats that first
stanza. This method reinforces that tone that freedom is a privilege that we take for granted
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because some live in a society where freedom is believed to be a right. But this concept is
countered in the fourth paragraph: “Until/I realized/I don’t need/to ask/for permission/to go
outside/and feel/the sun/on my skin.” This stanza is revealing to the difference between freedom
and incarceration. The simple act of feeling the sun on one’s face becomes problematic when one
is incarcerated. Every action needs permission; it is the very basis of the definition of being
institutionalized. Any action or movement needs permission. One needs to ask permission to use
the restroom, even indicate whether he or she is going to urinate or defecate. But to ask
permission to feel the sun on one’s face hits the point that freedom is an unobtainable concept
during incarceration.
While one may think that only criminals are housed in jails and prisons, it is difficult to
realize that people are housed in jails and institutions. Further, children are housed in jails and
prisons because this poem shows that these children could have made one error in judgment to
place them into a place where they may never experience freedom: “Until/I realized/one
mistake/could take it/a w a y.” The point of “one mistake” shows that there are a number of
incarcerated juveniles who understand that a lapse in judgment has changed their lives. Lastly,
the fading of the word, “away,” symbolizes multiple meanings. First, it symbolizes the gradual
fading of freedom. Secondly, it symbolizes the mental fading of the concept of freedom. This last
stanza is powerful because it sums the tone of the theme of the poem: freedom is a concept.
Freedom is guaranteed; just as feeling the sun on one’s face is not guaranteed.

4.4

Theme Three-Finding the Glue: How Relationships Affected the
Educational Experience
Relationships that began in the program fueled a bond between the two participating

groups. The student inmates and the interns formed friendships that gave a sense of normalcy to
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the student inmates in an otherwise abnormal world. The importance of forming this academic
and emotional bond plays a critical role in academic and life success. To begin, forming
nurturing, academic and nonacademic, relationships between students where the student felt a
sense of belonging and value lengthened the length of time a student remains in school; more
specifically, when a student gets off track, discourse with a teacher has the ability to draw the
student back into academia (Lessard, et al., 2008). But I believe that the idea that relationships
acts as a metaphorical magnetic force between the student and academia goes further.
The students who have experienced a lifetime of negative academic experiences have had
little peer or instructional support when it comes to the importance of academia. This reinforces
the “Pygmalion” effect; teacher expectations create and reinforce future success despite actual
intellectual ability (Rosenthal & Jacobson, 1968). But this effect can be reversed. So when the
student who has experienced academic failure becomes connected to another student who has
experience academic success in a non-threatening manner, the change in the student, in this case
the student inmate, becomes a reflection of the university student. To put it simply, the interns
were a positive influence on the student inmate. The interns showed the student inmate not only
the importance of academia, but the interns showed the student inmates how academia worked
and how to succeed in the academic environment.
Two perspectives need discussion to show the importance of the formation of the
relationships: the interns and the student inmates’ perspective. Within the discussions, there were
several key elements that surfaced. One was the idea of equality. The student inmates and the
interns always felt as equals; this is phenomenal because the ability to maintain a barrier existed.
The interns could have established a sense of dominance because they were university students;
on the other hand, the student inmates could have established dominance because they were the
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insiders in the facility. Yet, none of this existed. According to one interview, her responses were
as if we were discussing some new friend that she met during her sociology class:
I know it was called an intern position, but really I was volunteering and hanging
out…and [a student inmate who chose not to participate in the study] still talk on
the phone and we hit each other up and be like, “Hey. Let’s chat.”
The response from this participant carries a sense on nonchalance that is refreshing. The positive
relationship forged in this program shows that there is not a sense of dominance among this
participant and the student inmates. The program that they all participated created an avenue for
both groups the experience positivity:
We are friends on the outside. I am not saying we’re good influences, but we are
good influences [when it comes to school]; we are good resources. We have
resources they never knew. So that’s a benefit for them. For us [interns], for me,
it’s just nice to have. I work a lot. I go to school a lot. So I didn’t have time to
hang out with friends, and then I made friends with them, and now I continue to
be friends with them.
This response supports the academic and emotional support the groups provided for each other.
Like any positive relationship, the relationships are give and take. The interns created an avenue
for the student inmate to discuss issues he may have in school. The student inmates created an
avenue for friendship. I believe that each element to this formation of a two-way relationship
carry equal importance. Each group fulfilled a need.
Relationships would not have formed if either of the groups felt inferior or superior to
each other. Interestingly, this dynamic never existed.
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Intern: The first time [going to the inside] I was more shy [sic]. That’s, for me,
meeting any new people. It was excitement and a little bit shyness, awkwardness.
Student inmate: They [the interns] understood this is school, and that we’re here
to get a better education. We just saw them as equals. We didn’t see them as a
distraction. Everybody looks down on everybody in there. As far as when the girls
came in they didn’t treat us any less or any better. They just treated us like
normal human beings.
The interns and the students felt a sense of equality. They were there to better each other. The
foundation and simultaneous motivation of academic advancement took precedence. Every
(emphasis intended) student took on the challenge of learning equally, and every student felt
equal. This was a place where inequality and oppression are the dominant culture. The
correctional officers and authoritative figures oppress; even the juvenile inmates express
oppressive tendencies among themselves. But this program showed the student inmates that there
was an equality that existed; there is a place where everyone is equal despite the previous
experience. The equality that existed within the walls of the classroom created a foundation for
the development of relationships that carries to academic and life positivity.
One of the most interesting observations about the intern/student inmate relationships
was the fact that the students (interns and student inmates) created a bond that transcended the
walls of incarceration. Not only did they become friends, but the interns became academic
mentors. I think this facet of the relationship played an important part to life outside of
incarceration. The relationship they had as peers provided the necessary academic direction the
student inmates needed past incarceration:
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I think guys would be kind of a little dissuaded coming to [the professor], but
speaking to one of the interns, it is just like you’re speaking to a peer.
Conversations between the interns and the student inmates revolved academia. Based on the
context of the conversations, one can presume the student inmates did not have many
conversations about academic life and that nuances of academia, so to finally have someone to
help them navigate through the complex world of academic life provided an important piece to
school. For example:
We’ve hung out in person several times and he’s been talking to me a lot about
college and his decision in that…he’ll ask me a question and I’ll be frank with
him and say, “I don’t know. You should probably email your counselor.
This exchange shows the basis of the conversation, and that academia comes up in conversation.
A different example shows the complexity of the academia and how the two groups relate to
each other:
[A student inmate] was like, “Can you teach me about financial aid? Because I
want to go to college and become an engineer.” And I said, “Of course. You’re
eligible for financial aid if you make these criteria…”
And:
What it did for me, especially, it gave me a direct link. People that I need to talk
to in order to enroll. Resources available. It made it more attainable.
For the student inmate, questions and conversations were new to him. He did not have the
experience of higher education to learn about financial aid, or even enrolling for that matter; so
learning these complexities was just as new as learning new mathematical equations or new
English Language Arts conventions:
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It was a first experience kind of getting my feet wet of how college is.
The academic experience carries an array of complexities that feels like one is trying to navigate
through a never-ending web. This complex environment is more difficult if one has no
experience. The student inmates were not familiar with facets of academia that went beyond the
classroom, and their relationship with the student interns helped bridge the gap.
Thematic Arts-based Analysis on How Relationships Affect the Educational Experience
The following is an excerpt from a short story submitted by one of the participants:
He hadn’t slept as well as he did the night before he left, but last night was
a particular restful sleep. Pepe, the small and quiet black Chihuahua, didn’t even
bother the old man when the dog went out to chase the rats. Viejito sat next to the
window, looking at the old man in the reflection of the window. He was staring at
this reflection of an old man with envy through the glassy, blue cataract eyes. He
kept watching his lips move as if he was trying to have a conversation but could
not comprehend. He saw every desperate tear this old man experienced in his
short life. And before he knew it, he was asleep in his own thoughts. Thoughts that
came with a glass breaking shock as he realized he needed to get his chores done
for the day.
“Pepe!” Yelled Viejito from his room. “Where are you, boy?”
He spoke to himself slowly. Sleep stuck in his eyes so badly he could
barely open them to see if it was raining or sunny outside. In limped a scrawny
mutt, ½ Chihuahua ½ poodle, and sat at the yellow feet of the old man.
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Pepe rolled onto his back to make it easier for the old man to grab his
three dollars and fifty-three cents. “Aahh, gracias, Pepe. You really are my best
friend in the entire world.”
This excerpt shows the importance of relationships, and how relationships can influence
the life of a person. In the story, the old man develops a relationship with a dog. Simultaneously,
there is a sense of mental instability with the old man because he carries conversations with the
dog, and his lips move “as if he is trying to have a conversation”; which indicate his mental
instability. This reflects the mental fragility experienced and how any relationship can be
valuable. A second part of the excerpt is the old is staring at his reflection, but he cannot see
himself because his eyes are cataracted. In addition, he cannot see outside. This picture shows a
man who is lost within himself. The irony in this excerpt stands out, though. Although there is a
tone of sadness within this excerpt, i.e., the use of words like “desperate tear”, there is also a tone
of contented happiness for the old man. He feels lucky to have a friend: “gracias, Pepe. You
really are my best friend.” The reader feels a sense of content for Viejito. This submission be the
participant shows the importance of relationships. To whom a relationship is developed is not the
important point, it is the fact that there is a relationship. So, whereas one may find this
relationship awkward, looking through the eyes of Viejito, it is a loving, caring relationship; one
that is important for existence. This feeling of comradery and collegiality had a positive effect on
the academic experience of the student-inmates and the student interns.
Another example is the following photograph submitted by a student intern participant:
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Figure 4.6

This is an interesting photograph on many different levels because it shows a different
perspective on relationships. The first perspective about relationships that is shown is the use of
grass. The photograph being taken on grass indicates a sense of newness and freshness. The
image of green grass shows there is life underneath this person; while, there are portions of dying
grass that shows that the negative parts of this life has to pass in order for new life to emerge.
The second interesting part of this image is the image of the feet. One foot has a sock, and the
other does not have a sock. This shows the duality of existence in relationships. The bare foot
symbolizes an uncovered, bared existence that represents honesty and openness, two important
elements in a relationship. The covered foot expresses the idea of confidentiality one may
experience in a relationship. Both need to exist simultaneously in order to exist at all; similarly,
both traits need to exist in a relationship in order for the relationship to exist.
The following flow chart shows the cycle of relationship building within the university
driven program for incarcerated juveniles. Because it is circular, there is not a beginning, nor is
there an end. On other words, one can start at any point within the flow chart. For example,
based on the “academic experience” of the individual will determine whether the student
experienced incarceration, the STPP, or university, the school to university pipeline. The
university program intervenes, and a new academic experience was initiated and experienced by
those who attended the program. Thus, the students built new relationships and created new
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academic experiences, creating a circular movement. This flow chart brings the description to a
visual:

Figure 4.7

Relationships

Academic Experience

Academic Experience

University Program

4.5

Incarceration/University

Theme Four-Loud Whisper to Silent Roar: The Emergence of Voice
The pull of criminality is strong, especially with students who have found it difficult to

“fit in” the norms created by Euro-centric dominant ideologies. After years of conditioning, the
incarcerated students have lost his or her voice. For most, the desire for positive reinforcement
remains even after the incarcerated student has been placed in an oppressive environment. In
other words, the student still wants to be “accepted”; the story behind the student’s incarceration
does not define the student. The common expression: “They don’t know the full story” rings true
for these students. By the time we have reached this student and where he was in his life, this
adage is correct; we did not know the whole story. This was reinforced by two narratives from
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students who chose not to participate, and who were sentenced to 25-life as a juvenile. Each
narrative told the story of a kid who just did not know better. One participant summed it up
beautifully:
They [people on the outside] don’t get the full story. They get whether they’ll see
how the media says, “Oh, this guy’s a murderer, or this guy’s this [meaning a
criminal]. Whereas, you don’t know how that person was raised, what kinds of
choices were made as far as peer pressure or if something has happened [to that
person]. I think the only really one way for them [people on the outside] to see is
how that [university] has that program going on. Where they could go in and see
everything, how we really are, talk with them on-on-one to see what led them.
Really, that’s what finally determines it…it’s like that saying, “Don’t judge a
book by its cover.” You see what they put in front of you, but you won’t know the
full story until you actually read it, get to know that person.
This statement screams, “VOICE!” This statement is giving us the guideline. IT is telling us that
it is not too late to show the student inmate that his or her voice is important. This statement is
telling us to go into the facility and talk with the students. There is a story there that we need to
hear. It tells us to do what good teaches do: “get to know that person [student].” The use of
words like “murderer” at the beginning reflects what we like to perceive what is going on inside
and the harsh environment inside, but the use of the word “person” shows us that these are
people on the inside; moreover, these are young adults just out of adolescence on the inside. If
we “talk” with them, if we give them voice; then, we can “know” the person.
These students live in oppression masked as rehabilitation. They are consciously,
unconsciously, and subconsciously told to keep their thoughts to themselves. But the program
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changed the nature of this oppressive culture within the facility; this program gave the student
inmate voice. One participant remembered distinctly being told, “This is the only room [the
classroom] in this whole facility where you can question authority.” This statement created a
culture the student inmates were not familiar with in an academic environment; in addition, this
statement was exemplified by the student interns expressing their voice. This was revolutionary
for the student inmate. They began to reflect that after this point, they started talking about
“power”; but not power through physicality. They began noticing that they had intellectual
power. By granting them voice, it “created a feeling that we weren’t in juvenile hall.” To take
away the feeling of oppression, even for a brief moment is remarkable.
By doing this, the students began to understand that their voice was important, and they
began to question. A participant brought up a pivotal moment in one of the interviews; it
symbolized the very moment when the students expressed that they had a voice. The moment
occurred as follows:
A professor from the university attended a class to discuss inequity in education,
more specifically, the Mendez v. Westminster desegregation case. When the
professor completed her lecture, she said, “It was a pleasant surprise.” After she
said this, a student inmate raised his hand and asked, “Can I ask you a question:
What did you expect when you came in here?” The reason he asked is the
previous five guest lecturers had said the same thing. He was just curious about
the perception people had of juvenile hall.
The participant remembered that occurrence as being the time when he could ask any question; it
opened the door to critical thinking: It was an awakening for me. This key moment showed the
other students that expressing their voice respectfully did not lead to punishment. Their voice
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was their power; it “expanded insight on social justice and the why society is the way it is” that
led for several participants to start advocacy work.
Arts-based Analysis of the Emergence of Voice
Figure 4.8

Figure 4.9
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Figure 4.10

The photographs chosen to express voice are, frankly, represent the sense of captivity and
freedom that the student inmates have undergone during their tenure. These photographs capture
the essence of the academic experience. The top photograph shows a vision of desolation,
isolation, and sadness. It is a pier extending into the vast ocean, but it is lifeless. There are not
any people in the photograph; there is no life anywhere in the photo. Although this is a color
photograph, the predominant color is gray. It represents a lifeless world, an unknown world that
does not carry any hope with it, whereas the second photograph shows the same setting but with
an abundance of life. In fact, this is the same pier, according to the artist. The people in the
second photograph are taking photos, they are interacting with one another, and they are
experiencing life. In the context of this research, this is a 180-degree perspective of the
educational experience. The photographer deliberately shows two scenes: one filled with
emptiness and one filled with life. The two photographs show how a single experience can have
different outcomes. The last photograph bursts with color. This photograph gives a third
perspective. This third photograph’s use of color signifies the imagination. The imagination is
similar to the beautiful array of colors in this photograph. As the intellectual mind is challenged
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and mentored, the mind can explore and creatively create images and thoughts that know no
boundaries.

4.6

Chapter Summary
This chapter incorporates three items that are normally not presented together: education,

incarceration, and art. The first two are warrants that stem from the previous chapters. Education
and incarceration have been two separate issues addressed as separately within the different
fields. Interestingly, art and incarceration have had a more symbiotic relationship. But few have
attempted to use art as a method to understand the educational experience with people who have
been incarcerated. In attempting to do so, themes emerged from the artwork and the discussions
of the incarcerated educational experience. The first theme to emerge how past educational
experiences continued to plague the educational experience of the incarcerated juveniles and
differed greatly from college students who have had a positive educational experience. Secondly,
the life experiences of all the participants played an integral role in the life of the individual.
There became a moment when the university student chose to focus on academic achievement;
conversely, the student inmate made a choice to focus on behaviors that eventually led to
incarceration. Most interesting, though, was the third theme that emerged: relationships. The fact
that all the participants established a meaningful relationship with each other during and after
incarceration shows the importance of genuine human contact and how genuine acts of kindness
and love can be a factor in one’s life. Last, the emergence of voice was an important step in the
development of critical analysis; this is contradictory to the method used by incarceration and
tends to perpetuate the negative mindset of academic failure. Once the participant learned that
they had a valid voice, true learning and cognitive exploration occurred.
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5

Conclusion

5.1

Overview
Recently, legislative and academic communities have moved forward with efforts to

improve rehabilitative efforts for incarcerated individuals. While there is sufficient research for
adult education and educational services for incarcerated individuals, there is limited literature
on postsecondary opportunities for incarcerated juveniles that goes beyond quantitative methods
of inquiry. Further, less literature exists on the academic experience of incarcerated juveniles;
rather, the literature focuses on the causes of negative experiences that lead to the STPP, not on
qualitative ethnographic narratives that could reveal insights for establishing more productive,
positive academic environments. This study aimed at uniquely analyzing a small set of such
experiences by giving voice to a population that has consistently had their voice silenced during
incarceration as well as within their k-12 academic experience. The study, thus, set out to answer
the research question and the sub-questions:
Question
•

How did participation in a local university’s postsecondary pilot program (P.O.N.) impact
perceptions about student-inmates and their engagement in higher education?

Sub-Questions
•

What are the perceptions of student-inmates regarding their participation in the
PON program?

•

What are the perceptions of “traditional” university students after they have
participated in a postsecondary program alongside incarcerated juveniles?

•

What are the perceptions of the education administration who were directly
involved in the facility?
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The purpose of this research was to explore how participating in a university driven
postsecondary program affected long-term incarcerated juveniles’ perceptions of academia. The
findings helped to answer the principal questions of the study regarding the perceptions of
incarcerated youth after participating in a specially designed higher education pilot program that
drew from culturally relevant pedagogy and students’ funds of knowledge. As a result, I
conclude that prior help perceptions in the inmates were significantly changed in their mindset
about learning and understanding of academia, their sense of voice, their relations with college
aged peers, and how life choices matter. The study, also, looked at the participation of current
university student interns’ as peers in the program, and analyzed their artistic representations of
their experiences in order to better understand perceptions of this particular postsecondary
practicum. The input of juvenile hall academic administrators who run the secondary academic
program was recruited as well in order to complete the picture of the services available to
incarcerated juveniles and to illustrate the sort of support network that is available within a
juvenile correctional facility.
The use of an Arts based Research (ABR) as the methodology was chosen not only to
honor the voices of participants but to provide a nontraditional way for them to express their
experiences. ABR invites the reader to have a better understanding of the academic experiences
of the participants by allowing them to unconsciously reflect on elements of the university driven
program. ABR brings forward the voices of the various participants in the pilot postsecondary
program, and juxtaposes their experience with artwork through a creative perspective.
The relevant literature about postsecondary education for incarcerated juveniles is
limited, though there exists literature addressing the secondary academic experience of the
incarcerated juvenile. Reviewing the literature that addressed the secondary academic experience
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for the incarcerated juvenile shows limited opportunities for the incarcerated juvenile; also, it
shows that there is a gap in the literature between secondary education and adult education for
incarcerated individuals. The literature provides a foundation for the school to prison pipeline
(STPP), a pathway lower socioeconomic people of color are far too familiar with. The literature
also addresses the attempts to disrupt the STPP, but current literature does not touch on the
influence of higher education on reducing recidivism for incarcerated juveniles.
As a result of limited literature showing the efficacy of higher education with
incarcerated juveniles, this study begins the conversation of effective academic pedagogy for
incarcerated juveniles by first attempting to address the failures in their previous academic
understanding and juxtaposing it an alternative, a more rigorous and culturally relevant academic
experience. Including currently enrolled university students (interns) within the same classroom
and dynamic university level courses, there was an improvement in the vibrancy amongst all of
the students. The pilot P.O.N. provided a positive model for higher education that apparently has
been missing in the incarcerated students’ experience. This model originated with what is the
Inside-Out Prison Exchange Program at Temple University, where the ideology was centered on
strengthening society through accessible higher education for incarcerated adults and allowing
participants to experience an equitable academic environment. It combined incarcerated and nonincarcerated students to participate in higher order academic dialogue with the intention of
creating transformative experiences for all (Inside-Out, 2019). Because the Inside-Out model
worked with adults, this led to the question of addressing the gap that exists with postsecondary
education for incarcerated juveniles, which became the motivation for the study. Both Inside-Out
and my study show the impact of a positive postsecondary experience with participants who have
otherwise had mostly negative academic experiences with formal education. To answer the
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primary and secondary question in the study the impact of the college program on all the
participants surfaced with the emergence of four major themes from the data analysis.

5.2

The Great Divider or Equalizer: The Educational Experience
The first theme to emerge was the influence of the university education experience of the

participants. While this was primarily driven by the students, the inclusion of academic
administrators in this analysis allowed for them to also give their perspective because academic
administrators played a role in supporting and observing this novel educational experience. The
incarcerated students’ perspectives emerged through the interviews and artistic representations.
This finding suggests that educational experiences prior to participating in the university driven
program left little to be desired, from the initiation of their comprehensive schooling to
correctional education. The written reflections revealed the participants’ negative perspectives on
their prior educational experience as well as alluded to their transformation. Analyzing the
artwork with feedback from the artist-participants enhanced the research by also pointing to the
importance of reflection on previous experiences and using that to change the pedagogy that
could more effectively be used with incarcerated youth. This led to the intrinsic value of
culturally responsive teaching (CRTe) cited in the literature review. Images and words from the
artistic submissions gave the perception that up until the P.O.N. program, the incarcerated
students had dominantly negative experiences in education. Additionally, the images and words
from the university student participants reinforced the finding because they too understood that
the earlier academic experiences of the incarcerated students were negative.

5.3

The Divided Path in the Concrete Forest: Life and its Impact
The second theme that emerged was “life”; in other words, this theme reflected how for

most of the participants, life presented situations where they made a choice about which
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direction to take in their academic trajectory. The theme revealed the foundation for the
divergent perceptions about academia between the incarcerated youth and the college interns. In
context, this theme started to emerge with the students who were already in the path of the STPP,
though an interesting observation surfaced during the member checking. While going through
the artwork analysis with several of the student interns, they too made a connection with the
STPP, but somehow their decisions were inverted. Interestingly, the student interns were on the
margins of the STPP because they each had an indirect experience with it. For example, one saw
her relatives get caught in the STPP, and it was the actions of a third party that kept her away
from that trajectory thereby reinforcing the benefits of the path towards academia. A second
student intern saw someone close to her become involved in the STPP. Unfortunately, in her
experience she saw how the STPP could also lead to a fatal ending.
Within most experiences, whether that of the inmate or intern, there was a significant
moment when each participant made a conscious decision about college or university. Because
of negative academic experiences, the student inmates made a decision that ultimately resulted in
their incarceration. Whereas, in the case of the student interns, they experienced an intervention
that changed their academic experience to a more positive one. It was the difference in these two
types of experiences that resulted in a major, life-defining moment. Upon their reflection, this
P.O.N. program also became the much needed intervention for the student inmates. In summary,
the life experiences of the student inmates influenced their choices toward education and how
that feeling translated into their lives outside of academia. Similarly, the life experiences of the
student interns showed how their academic experiences translated into their lives inside and
outside of academia. Each participant discovered that participating in the P.O.N. university
program changed their perceptions overall. The student inmates’ perceptions of academia

235

changed because they experienced a more progressive form of education versus the essentialist
education commonly practiced in juvenile justice and urban education. The student intern
perception of academia was widened, for they participated in an educational experience beyond
one they had ever experienced within university walls.

5.4

Finding the Glue: How Relationships Affected the Educational
Experience
One of the more interesting themes that emerged was that of “relationships.” This theme

was critical to the students’ transformational experience. The transformational experience began
as the student inmates and the student interns developed friendships. When the two participating
groups became friends, this bond played what seemed a most significant role in the impact of the
program. The two groups created a bond with this new form of inmate education, so the
university student interns became insiders within the institution while maintaining their outsider
status. Similarly, the student inmates became outsiders within the facility because they were
considered “college students” while still maintaining insider status in the facility walls. This
connection created a sense of normalcy for the student inmates; it made them feel as if for that
brief period of the day while in the course, they were not incarcerated. This feeling helped in
providing a more “normalized” academic experience. For some, this was the first time they had
experienced what many of us would consider what is expected from an academic experience.
After release, the student inmates and student interns continued their peer-to-peer
relationships. The fact that the relationships continued after the student inmates were released
shows the significance of the connection. The student interns helped the student inmates with
questions about college. For example, the student interns collaborated with the former student
inmates to help with the enrollment process as well as other complex academic procedures that
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one can experience as part of the academic process. The P.O.N. university program helped to
forge the friendships. While this data is incalculable through quantitative means, the artistic
reflections showed qualitatively how the development of relationships changed the perceptions
of student inmates about higher education.

5.5

From Loud Whisper to Silent Roar: The Emergence of Voice
Finding one’s voice is difficult, especially when that voice is consistently suppressed. It

seems that the suppression of voice happens frequently in traditional education; and as a result,
the students who experience the STPP tend to silence their voices even more and in different
ways. A pivotal moment in this research was when the students began to express their own
voices. It is one thing to have independent, critical thought, but it is something entirely different
to express those thoughts without fear or anxiety. Student inmates were quiet at the beginning of
the program, but two important events occurred that gave them a greater sense of voice. The first
was participating in the P.O.N. program with student interns. The student interns’ academic
influence brought their voices to the “inside” walls of the correctional facility and encouraged
the student inmates to express their voices from the inside as well. The second was when the
student inmates noticed they could express their thoughts without repercussions. This recognition
gave them the courage to begin expressing their voices and asking critical inquiry questions
authentically without fear of disciplinary action. This sentiment was supported by one of the
student inmates beginning to ask critical questions to people of authority. The emergence of
voice became an expansion of thought. The student inmates felt a freedom that was otherwise
stifled in their current situation, a freedom that was reflected in the artistic representations of the
participants. This suggests that the program was having an important impact on everyone’s
academic perceptions.
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5.6

Discussion
This study began because of my interest in expanding postsecondary options for long-

term incarcerated juveniles. The recognition of the lack of postsecondary academic opportunities
led to questioning whether providing postsecondary academic opportunities could impact
incarcerated juveniles’ perceptions about academia. The findings in this study suggest that
participating in a non-traditional postsecondary academic program such as P.O.N. could
positively affect the mindset and perceptions of incarcerated youth about higher education. This
is especially true given that the experience included positive inter-relationship building with
general college students and opportunities for the emergence of student voice.
Interpretations
The results of the study suggest several benefits for incarcerated juveniles in having the
P.O.N. program. Juvenile justice postsecondary education benefits the student-inmate by
providing multiple higher education curricular options. The possibility of a student attending
college loses its small glimmer of hope once that student becomes incarcerated, especially when
attempting an academically recognized university. In fact, most of the incarcerated students in
the study did not even know that the program’s local, private university existed prior to joining
the cohort. Once the students understood its availability and, more importantly, the possibility of
attending a university, the motivation toward obtaining higher education became more focused
on succeeding academically. Incarcerated students became more interested in their grades and
feedback; they exhibited behaviors that are commonly attributed to the “elite” or more privileged
student. In addition, they stopped exhibiting behaviors that had originally led them to the STPP.
The participants changed their views on higher education by having an educational experience
more parallel to a typical meaning-centered university experience.
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Other correlations that surfaced were the benefits to peer relationship building and its
effects on the educational experience. When the student-inmates were encouraged to develop
academic relationships, they began to understand some of the benefits of the entire academic
experience. There developed a special collegiality that was embraced by the student-inmates and
the university interns. Interestingly, the creation of “friendships” became the most motivating,
most significant factor in the success of the program. All the participants in the program seemed
to learn more deeply as a consequence of creating these academic friendships that transcended
beyond the prison walls.
Implications
The results of this study provide new insights into juvenile justice education. The
literature review suggested that one factor in juvenile justice education was the relationship
between learning and behavior. Probation staff noted that students in the unit (housing cell units
for the juveniles) changed their behavior as a result of participating in the program. The officers
noted that the students had a definite interest in attending the college program, and the students
understood that the program was available to those with positive behavior in the unit. As a result,
the students in the program displayed positive behaviors, more involvement in beneficial
extracurricular activities, and became a positive influence on the other juveniles in their unit.
These apparent beneficial consequences proved worthy for the student inmate, because every
student who had the ability to argue for his case to be tried in juvenile court was granted his
petition and allowed for his release from incarceration. While this happened after the research
data was collected, in my view, this was a major impact from the pilot because most of the
students were facing major time if they would have been convicted as an adult.
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Needless to say, the implications for society to benefit from such efforts go beyond the
reduction of criminal behavior by juveniles. The data presented in chapter one and chapter two
indicate that the probability for recidivism greatly decreases in correlation to the amount of
education one receives while he or she is incarcerated. In other words, the more education an
inmate experiences, the less likely he or she will commit crimes after release from incarceration.
Former inmates with little to no education typically do not have financial resources to help them
or educational training to get jobs; therefore, they have a propensity to commit more crimes
(Bender, 2018). A second implication is financial. With higher education, the probability to earn
more money over a lifetime increases. Smith (2019) indicates that the former inmates who
enrolled in an educational program while incarcerated had an increase employment rate by ten
percent and increased their comprehensive wage earnings by $45.3 million in their first year of
post-incarceration. Social benefits resulting from the advance of postsecondary education for
incarcerated juveniles can have major positive consequences to the individual and society.
The findings from this study affirm and advocate positively for the provision of a
postsecondary education program for long-term incarcerated juveniles who have graduated high
school. One overall implication is that a culturally relevant pedagogy that centers on the student
experiences—CRTe and FoK—has positive outcomes for incarcerated youth and their education.
This includes, but is not limited to, the participation of peer student/mentors from universities
that host the classes. In addition, the P.O.N. model gives insights and understanding to how
higher education for incarcerated juveniles might be designed in the future. It exposes an
effective pedagogical approach for educating individuals who have had prior negative schooling
experiences. A culturally relevant and critical education gives a sense of “normalcy” to students
who have experienced an abnormal education for most of their lives. Finally, and most
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importantly, postsecondary education for incarcerated juveniles encourages and gives these
students an avenue of hope in what is otherwise a dark world where the sense of hope is just a
four-letter word.

5.7

Recommendations
This case study set forth attempting to identify the efficacy of P.O.N., and culturally

relevant and critical postsecondary education for incarceration juveniles. However, prior to
addressing the recommendations for higher education for incarcerated juveniles, I point to
several other areas that need attention. Future studies need to look at the STPP more
comprehensively, with a paradigm shift towards more positive interventions, relationship
building, and increasing the availability of academic options.
In the first place, the prism of the student to prison pipeline needs further study. Rather
than continue to merely focus on the STPP’s negative effects on students and the role of the
STPP as the pathway to prison, we need to examine the nature of how educators and programs
interface within the STPP. If the various facets, effects, and triggers of the pipeline are better
understood, then using the findings of this research can possibly help to address student needs
before they land in juvenile hall or even after the fact. The efficacy of the college program in this
study for juvenile hall was founded on changing the academic experience of incarcerated
juveniles because 1) it is a travesty that academic institutions continue to address students who
learn differently the same way they did 100 years ago, 2) it is inexcusable to continue to assume
that students assimilate similarly to the expectations of 50 years ago, and 3) it is detrimental to
administer punishment similarly to how it was done historically. Academia also needs to change
how it addresses students from lower socio-economic (SES) areas; it needs to begin educating
these students more like how Anyon (1980) observed the “elite class” is typically being educated
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with innovation and higher expectations. Generalizing this as a more inclusive and effective
model of education that was typically reserved for the privileged will likely disrupt the STPP.
But that remains to be explored.
A second recommendation stems from the creation of the STPP itself. The educational
system needs to continue moving away from zero tolerance policies and punitive school
discipline. Zero tolerance discipline policies and the STPP pipeline have a strong relationship,
and the bridge between the juvenile justice system and the adult prison system implies a solid
connection between the two (The United States Commission on Civil Rights, 2019). Zero
tolerance discipline should be reevaluated and replaced with alternative discipline policies.
Rather than punitive models, such as detention, suspension, and expulsion, students on the STPP
need positive interventions that include consistent academic reinforcement and safety. In other
words, school needs to provide the similar security nets that gangs allude to provide such as
safety, security, and inclusion. This sense of belonging and security leads to the third
recommendation.
There needs to be a modification in the role of probation and correctional education. This
modification begins with defining what “rehabilitation” does as practice in jails today and
looking at the actual data that explain what rehabilitation could become. As mentioned above,
the data show that education is the best indicator for avoiding recidivism. But education goes
beyond books. Education includes knowing and developing life skills to avoid criminality.
Academic institutions and correctional facilities need to make educational options a priority for
the student to understand that a non-criminal life can be achievable. Both institutions need to
provide positive mentorship that goes beyond the walls of incarceration. Mentorship that
includes academic and personal mentoring fulfills a key role in positive intervention and
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development. Ultimately, correctional facilities and education institutions need to work closely
together to provide each student-inmate the skills to achieve a good education and the ultimate
goal of the non-criminality as part of the rehabilitation process.

5.8

Summary of Conclusions and Future Projections
The need for intervention for our juveniles on the STPP has never been greater. Students

living in poverty need to understand that options exist outside of their neighborhoods to
strengthen their capacity to prevent the allure of gang life and criminality. Students, especially
those on the STPP, need the encouragement and academic direction that puts them instead onto
the Prison to College Pipeline (PTCP). For incarcerated students, there need to be the positive
interventions that become the norm and to redirect them from the STPP, a path which could lead
them to adult incarceration facilities long term.
Currently, the university in this study and a local community college are taking what we
learned from this pilot to create a program that gives the incarcerated juveniles positive
education options that could help mitigate their negative high school experiences. Hence, as in
the study, the program focuses on a culturally relevant and critical education experience to
highlight the experiences the student-inmates can bring to the academic experience. Providing
the culturally responsive and critical education provides the incarcerated students positivity over
all the negativity that has been experienced in their academic trajectory.
The university plans to develop a partnership with a local non-profit organization (NPO)
and a satellite juvenile hall site to provide postsecondary classes to adjudicated juveniles that
follows the findings: a strong collaboration between incarcerated juveniles, current university
students, and academic administration can find a positive academic experience. Moreover, it can
enhance their current academic experience. These students will be given a weekly furlough,
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likely on Fridays, to attend two classes that the university will provide. The students will be
granted conditional admission and have full student status. They will have all the rights and
responsibilities as students who attend at the main university campus. Although the classes will
not be held on campus, the idea is to provide the classes at the NPO facility. The existing
memorandum of understanding (MOU) between juvenile hall and the university has been revised
and submitted to their legal department, so that the university can provide for-credit college
classes at the facility and move forward with the program. The program will continue to develop
under a new official name, to be determined.
With the creation of this and other educational opportunities, the university can inspire a
more positive outlook about higher education for incarcerated students and current university
students. In addition, following the model in this study, the university should continue to capture
data about the positive impact that such a university-driven program can have in incarcerated
students. Also, given the powerful outcomes inherent in the arts-based research approaches, the
students and the university faculty could jointly reflect on their experiences through both
academic and creative outlets in future studies. This would allow future participants to express
their mutual growth and development in re-imagining this form of education. Through ongoing
research, we could continue to build on the limited data that exists in the short-term, as well as
give the opportunity for longitudinal studies. These studies can help us learn better ways to
bridge the gap that currently exists between this group and their academic success. Academia
should not lose sight of this marginalized population as they attempt to diversify campuses and
provide educational opportunities. Ultimately, it is my hope that existing negative impressions
about incarcerated youth could be reversed, so that they can show the world their up to now
untapped potential in the academic milieu.
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